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Abstract 
A PHENOMENOLOGICAL STUDY: FACULTY MEMBERS’ PERCEPTION OF 
CHANGE RELATED TO EMBRACING STUDENT-CENTERED TEACHING IN 
A PRIVATE COLLEGE  
Constance M. Corrigan 
Drexel University, June 2017 
Chairperson: Dr. John Gould 
Most literature about student-centered teaching focuses on classroom techniques and 
student assessment. Another important element is the meaning educators ascribe to the 
transition to a student-centered classroom style. In this study, the researcher proposes to 
examine faculty members’ perceptions related to their use of pedagogical style in the 
classroom. The researcher hopes to gain an understanding of how faculty members view 
the transition to student-centered teaching practices. Gaining insight to commonalities 
that enhance or hinder the transition could help faculty and administrators to foster 
additional change within the campus. The researcher proposes a phenomenological study 
at a private college in south-central Pennsylvania. This campus employs faculty who 
have recently transitioned to student-centered teaching practices. The researcher, utilizing 
a purposeful, criterion-based sampling approach, interviewed six faculty members with 
varying degrees of expertise in utilizing student-centered techniques. Audio recordings of 
the interviews were transcribed and analyzed for common themes using ATLAS.ti 
software. These themes were analyzed further to identify the essence of the experience of 
transitioning to a student-centered teaching environment. 
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Chapter 1: Introduction to the Research 
Introduction to the Problem 
In the United States, colleges formed nearly simultaneously with the landing of 
the colonists (Geiger, 2011). During the seventeenth and eighteenth centuries, those 
schools were primarily focused on producing clergy, and teaching classical literature and 
languages (Geiger, 2011). As the country evolved, the educational topics changed to 
include more practical themes such as farming, medicine, or law (Geiger, 2011). The 
typical forms of instruction included recitation and lecture (Brubacher & Rudy, 2008). 
Through the late 19th and early 20th centuries, a rise in the middle class, federal 
funding for soldiers, and a population surge termed the “Baby Boom” swelled the ranks 
of college students (Geiger, 2011). Brubacher and Rudy (2008) state that prior to World 
War II 12-18% of high school graduates pursued a college education, but that by 1960 
that number had grown to over 40%. Students focused on trade and business courses with 
a core of liberal studies (Geiger, 2011). Classroom strategies continued to focus on 
lecture, supplemented by textbook and journal readings (Brubacher & Rudy, 2008). 
The post-World War II era is one of “mass education” (Geiger, 2011, p. 55). 
Though students still attended traditional colleges, junior colleges and community 
colleges proliferated throughout the United States (Geiger, 2011). Brubacher and Rudy 
(2008) describe traditional college students as those who enrolled to gain knowledge 
because they were interested in the process of discovery and the transmission of 
knowledge. Typically, those students came from wealthy families or excelled in high 
school. For the middle class, a college education meant a rise in social status. Middle-
class students typically showed less interest in the concepts of discovery and knowledge 
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and became bored with their lecture-based curriculum (Brubacher & Rudy, 2008; 
Cummings, Phillips, Tilbrook, & Lowe, 2005; Geiger, 2011).   
John Dewey proposed a method of overcoming that diffidence with problem-
based instruction, and by emphasizing classroom activities to help the student generate 
his or her own knowledge (Brubacher & Rudy, 2008; Minter, 2011). College professors 
failed to successfully implement these strategies because of an inherent and erroneous 
assumption that students had a sufficient knowledge base on which to build (Brubacher & 
Rudy, 2008). Additionally, with the rise of university research, many professors spent 
less time teaching, and resisted changing or refining that portion of their role, thus 
ensuring lecture remained the predominant instructional method (Brubacher & Rudy, 
2008; Cox, McIntosh, Reason, & Terenzini, 2011; Geiger, 2011). 
Dewey’s concepts reemerged in the twenty-first century, when a movement 
focused on replacing lecture with more student-centered teaching methods found favor 
with faculty members and administrators (Blumberg & Pontiggia, 2011; Bilis, Clement, 
Laga and Pauwels, 2008). These methods have been linked to better overall student 
outcomes, including increased retention and graduation rates, as well employer 
satisfaction with graduates entering the work environment (Blumberg & Pontiggia, 
2011). However, the predominance of lecture means faculty members must learn to 
utilize student-centered teaching techniques, typically after they begin employment. 
A new pedagogical style can be difficult for both students and faculty members 
(Wright, 2011). Professors need both time and training to successfully transition the 
lecture hall to a student-centered teaching environment (Cleary et al., 2011; Johnson et 
al., 2009; Murray, Higgins, Minderhout & Loertscher, 2011; Poore-Pariseau, 2009; 
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Suplee & Gardner, 2009). Administrators need to develop a campus culture where 
student-centered ideas are valued and encouraged. As greater numbers of faculty 
gravitate toward the new pedagogical style, the inherent sharing between individuals or 
departments assists with the development of a campus culture (Bosch et al., 2008). 
Additionally, as a faculty member becomes acculturated to student-centered teaching, 
changes to the faculty member’s role identity occur (De Simone, 2001). 
In 2010, a private college in south-central Pennsylvania proposed a campus 
culture shift to student-centered teaching. This institution is one of a growing number of 
colleges and universities across the country that sees lecturing as ineffective, and wishes 
to create a more engaging classroom setting (Cox et al., 2011). Statistically significant 
differences in student performance show that classroom techniques such as collaborative 
learning or small group learning are not a passing fad, but a commitment to excellence in 
the classroom (Cox, et al.). This study focuses on the way faculty members in that 
institution have transitioned to a student-centered learning environment.  
Statement of the Problem to be Researched 
 Many research studies detail student-centered teaching methods (Lewis, Shaw & 
Freeman, 2010; Patria, 2012; Swaner, 2012; Wright, 2011), and a few enable 
administrators to identify whether a course or a program meets the institution’s definition 
of transitioning to a student-centered teaching model (Blumberg & Pontiggia, 2011; 
Gilis, et al., 2008). The missing piece of information is a better understanding of the 
process educators undergo during a transition to a student-centered teaching classroom 
style. 
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Purpose and Significance of the Problem 
The purpose of this study is to examine faculty members’ perceptions during their 
transition to student-centered teaching practices. A person’s role identity is closely 
aligned with one’s experiences (De Simone, 2001), so the researcher hopes to learn how 
faculty members view the transition experience. Gaining insight to commonalities that 
enhance or hinder the transition could help faculty and administrators to foster additional 
faculty within the campus. This phenomenological study will focus on faculty members 
in a south-central Pennsylvania private college where administrators have encouraged 
faculty to transform their classrooms in this manner.  
The transition to a new pedagogy may take a great deal of time and effort from 
the faculty, students and administration. The story of the transition, particularly any 
resistance to the transition, is important. While no two people experience an event in the 
exact same way, they could share similarities of perception. The similarities could help 
explain why an educator feels compelled to choose one pedagogical style over another. 
Research Questions 
 The guiding question of this study is: What do educators experience when 
transitioning from a traditional lecture pedagogical style to a student-centered teaching 
environment? To gain a deeper insight to this question, the following sub-questions will 
be explored:  
1) What facets of role identity does the faculty member believe to have changed 
during the transition to a student-centered teaching environment? 
2) What concepts, thoughts, feelings, or situations enhanced the transition to a 
student-centered teaching environment? 
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3) What concepts, thoughts, feelings, or situations may deter the transition to a 
student-centered teaching environment? 
Conceptual Framework 
Researcher Stances and Experiential Base. The researcher’s philosophical 
stance is interpretivist/constructivist. This approach asserts that there are many 
interpretations to an event, and researchers seek to understand the many viewpoints and 
meanings provided by the subjects (Cresswell, 2013). This provides a context of looking 
at subjects as humans, not as complex machines which can be manipulated such as in a 
positivist attitude (Cresswell, 2013).  Each person will have his or her own viewpoint on 
a topic which is relevant and important to that individual (Cresswell, 2008). The variation 
on these viewpoints is the area a researcher focuses on when performing a study 
(Cresswell, 2013). In a sense, the researcher constructs the information which answers 
the question by seeking to understand the many individual perspectives (Cresswell, 
2013). An interpretivist researcher acknowledges that his or her own viewpoint can affect 
the outcomes of the study. To mitigate this, the researcher uses a bracketing technique to 
acknowledge any points of bias, and sequester them until the analysis of the interviews is 
complete (Cresswell, 2013).  
A constructivist researcher believes that the best way to identify knowledge is to 
talk with those affected by the phenomenon being researched. Personal interaction is 
crucial to identifying with the participants, and to helping the researcher gain an 
appreciation of the key concerns, thoughts, and approaches on the topic. As Cresswell 
(2013) indicates, the interaction between researcher and participant creates the reality 
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being examined. The researcher will provide a narrative detail of all those included in the 
study, and will highlight the themes identified through personal interaction with them.  
Gilis et al. (2008) looked at the ways a teacher could demonstrate competence in 
student-centered teaching, and found that one’s attitudes, knowledge, and skills in 
student-centered techniques were the international standard. Patria (2012) agrees, stating 
that faculty must change their classroom behaviors to incorporate student-centered 
teaching strategies effectively, which demands a concurrent change in attitude, skills, and 
behaviors.  
Administrators, meanwhile, who embrace student-centered teaching strategies 
must find ways to encourage these practices on their campuses (Cox, et al., 2011). This 
study will describe educators’ perceptions of transitioning to student-centered techniques. 
This information will be beneficial to higher education administrators in creating a 
supportive environment for faculty. 
Conceptual framework. Three main components form the phenomenon of 
transitioning to a student-centered classroom—the faculty or campus culture, the 
instructor’s own role identity, and the practices used in student-centered education. These 
create the balance shown in Figure 1 as the researcher’s conceptual framework. 
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Figure 1: Conceptual Framework. 
Definitions 
Many terms have been used to describe the engaged-learning process, including student-
centered learning, learner-centered, and engaged learning. However, as indicated by 
Dewey over a hundred years ago, the teacher is an important part of the learning process 
(Minter, 2011). For that reason, the term used throughout this dissertation will be student-
centered teaching. 
Campus culture: manifestation of “similarly shared social understandings, relationships 
and activities” in a school (Charland, 2011, p. 4). 
Identity: “a visceral understanding of who-we-are, of our values, attitudes, sensibilities, 
dreams and limitations” (De Simone, 2001, p. 284). 
Liminality: “A sociological lens through which individual faculty members make sense 
of their changing work lives and identities” (Bosetti, Kawalilak, & Patterson, 2008, p. 98) 
Praxis: “a process of becoming that involves careful consideration of the character, 
conduct and consequences of an act for self and others and the moral agency to act or not 
to act at a particular time and place” (Smith, Salo & Grootenboer, 2010, p. 56). 
Campus 
Culture 
Faculty Role 
Identity 
Student-Centered 
Teaching Practices 
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Student-centered teaching: an educational style in which the faculty member creates a 
classroom environment enabling students to share in the role of education and promote 
learning (Blumberg & Pontiggia, 2011). 
Assumptions and Limitations 
 The researcher assumes that student-centered teaching is not the most common 
form of classroom instruction because of the engrained, lecture-centric form of education. 
Research has shown that student-centered techniques provide an equal or better outcome, 
but they are not yet the preferred method. However, as more faculty members adopt the 
techniques, the campus culture within an institution will grow to support student-centered 
teaching. The researcher also believes that administrators are attempting to influence the 
adoption of student-centered teaching, to produce better outcomes and impress 
accrediting agencies. 
The researcher believes that each faculty member has a role identity, which 
defines the faculty member’s point of view. This identity is always changing, based on 
internal and external experiences, and can be felt either positively or negatively. The 
campus culture is then created from all the role identities of all the faculty members. 
Since individual identity fluctuates, the campus culture will also fluctuate based on the 
norms of the institution. 
 The study is limited to one private college in south-central Pennsylvania. Results 
may not generalize to public institutions or entities outside the geographic region. 
Participants will be asked to self-identify as users of student-centered teaching principles. 
Should a participant identify as utilizing student-centered teaching but  
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The delimitations of this study are aimed at identifying beliefs and attitudes which 
are related to a faculty member who teaches within a self-defined, student-centered 
pedagogical style in face-to-face classrooms. For that reason, only faculty members who 
teach in a face-to-face classroom will be asked to participate in the study. Additionally, 
the researcher has direct supervisory control of twenty faculty members within the 
institution. To prevent any inference of coercion to participate in the study, this group of 
individuals will be excluded. 
Summary 
 The research indicates that a faculty member must have the correct attitudes, 
skills, and behaviors to be competent in providing student-centered education. These 
competencies help drive the individual’s role identity. As more and more faculty 
members adopt student-centered teaching techniques, the overall campus culture changes. 
This culture also reflects on an individual faculty member’s role identity. Little research 
describes the transition process for a faculty member who chooses student-centered 
teaching practices. The proposed qualitative study will provide a phenomenological view 
of the faculty members at one institution, who have made the transition and can speak to 
the components inherent in the process.  
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Chapter 2: The Literature Review 
Introduction  
 In this qualitative study, the researcher will examine the perceptions of faculty 
members who implemented a student-centered teaching strategy for their classrooms. 
This literature review will discuss: (a) the way a faculty member’s role identity is formed, 
(b) how role identity affects the overall campus culture, and (c) how student-centered 
teaching practices affect both role identity and campus culture. 
Conceptual Framework 
 Incorporating student-centered teaching practices will have an impact on both the 
overall college campus culture and individual faculty member identities. The conceptual 
framework below demonstrates that all three elements influence each other. 
 
 
 
 
 
 
Figure 2: Conceptual Framework 
Explanation of Research Themes 
The three themes which contribute to the hypotheses are: (a) the concepts of 
student-centered teaching, (b) faculty member role identity, and (c) the overall campus 
culture. Student-centered teaching refers to the use of techniques that engage students and 
help them take charge of their own learning, rather than be lectured by the instructor 
Student-Centered 
Teaching Practices 
Campus 
Culture 
Faculty Role 
Identity 
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(Blumberg & Pontiggia, 2011). Identity is “a visceral understanding of who-we-are, of 
our values, attitudes, sensibilities, dreams and limitations” (De Simone, 2001, p. 284). 
Campus culture is the combined norms and attitudes of faculty members within an 
institution (Charland, 2011). The literature review will help underscore the 
interconnected links between the three themes. 
Literature Review 
Student-Centered Teaching Practices 
Swaner (2012) notes that when higher education instructors are asked to define 
engaged learning, the answer invariably is “We don’t know how to define it, but we 
know it when we see it” (p.73). Yet common phrases emerge to describe students who 
are engaged—they ask “intelligent questions,” they assimilate data from class and 
textbook readings into their assignments, they collaborate with other students, and they 
use their college education to impart meaning in their life after college (Swaner, 2012). 
These are not new concepts. In 1897, John Dewey described his view on 
education: “I believe that the only true education comes through the stimulation of the 
child’s powers by the demands of the social situations in which he finds himself” (p. 3). 
At the time, Dewey meant primary and secondary education, since so few Americans 
attended college, yet his words still apply to postsecondary education in the 21st century 
(Brubacher & Rudy, 2008).   
Wright (2011) identifies two major works influencing the implementation of 
student-centered teaching: Brookfield’s Becoming a Critically Reflective Teacher (1995) 
and Weimer’s Learner-Centered Teaching (2002). In student-centered teaching, the 
faculty member allows the student to become his or her own instructor, thereby enabling 
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the student to “learn how to learn” and perform critical thinking (Wright, 2011). The 
method has been shown to enhance student outcomes in arts and humanities courses 
(sociology and music), science (physics and chemistry) and skill-related courses 
(nursing) (Wright, 2011). Dewey (1897) proposed just such an environment, where 
students could translate the course materials into a language they understood and relate to 
their own circumstances.  
Dewey (1897) believed students who simply learned habits or lessons, but did not 
understand the inherent usefulness of the information, would fail. He also believed that if 
the subject matter was not immediately applicable, students would not understand its 
usefulness. A teacher having too much control over what the student learned was equally 
detrimental. Dewey saw a teacher’s role as one of helping students identify educational 
opportunities, and then guiding the interpretation of those opportunities. Several 
examples of modern approaches to this concept follow. 
Lewis et al. (2010) described a successful use of student-centered learning in a 
general chemistry class. The instructors’ dislike for closed-ended exam questions, such as 
multiple choice and short answer, led them to create a test where students were provided 
with a prompt, and asked to write down as many statements related to the prompt as they 
could (Lewis et al., 2010). Instructors set the goal by stating that a certain number of 
statements (each unique from another) would result in full points for the question. The 
format allowed students to fully form thoughts and relate material they believed 
important, instead of trying to guess the instructor’s intent (Lewis et al., 2010). Similar 
exercises were used as homework assignments, so students would be familiar with this 
format during the assessment (Lewis et al., 2010).  
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Concerns over an increased grading workload were unfounded, as a single class 
of 70 students could be graded in approximately one hour (Lewis et al., 2010). However, 
the study’s authors did not include the amount of time needed to create a grading rubric 
for each question. (Lewis et al., 2010). This rubric only needs to be created once, and can 
be expanded upon if a student writes an item that faculty members had not originally 
considered (Lewis et al., 2010). Lewis et al., (2010) believe the extra effort worth the 
time invested. Students also viewed the exercises in a positive light, as enabling them to 
demonstrate their competence (Lewis et al., 2010). This study was small (two classes 
with a total of 120 students) and needs to be replicated. 
The study demonstrates several of Dewey’s (1897) thoughts on how students 
perceive new information. He held that a student forms “images” of the material 
presented, and an effective educator will ensure the image is perfected. By encouraging 
students to write, the educators in the Lewis et al. (2010) article were allowing students to 
present their own understandings, which could then be reviewed for further refinement in 
the next class session. 
Hains and Smith (2012) described one experience where students in agricultural 
classes were discontent with what they perceived as a lack of application to practice 
being offered within the traditional courses. Seven students banded together to propose a 
field experience and with the assistance of a faculty who espoused student-centered 
teaching techniques, designed a two-week experiential course from syllabus to evaluation 
(Hains and Smith, 2012). As this was a service-learning project, students also developed 
the budget and travel arrangements required (Hains and Smith, 2012).  
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Students retained the responsibilities for completing the requirements for the 
course and used journaling to record their experiences before and during the trip (Hains 
and Smith, 2012). These journals evidenced resistance from the students even though 
they had participated in the overall design of the experience (Hains and Smith, 2012). 
Dewey (1900) outlined some of the same resistance describing the use of student-
centered techniques in a cooking class. When a student expressed frustration at not being 
given a recipe, the teacher responded that he first needed to know the “why” behind the 
recipe. This explanation helped students understand the value of learning through 
experience (Dewey, 1900).  
Dewey’s (1900) assertion that resistance can be overcome through patience was 
demonstrated true as the students in the Hains and Smith (2012) study discovered. 
Though hesitant to engage in their designed experience, by the end the students took 
ownership of the course and were able to incorporate experiences that spontaneously 
arose during their study (Hains and Smith, 2012). 
Kember (2009) described the resistance many educators feel toward student-
centered teaching concepts. His study concentrated on overcoming those negative 
conceptions to enhance “good” teaching techniques (Kember, 2009, p. 4). Educators 
attended courses which incorporated the new pedagogical style to provide a comfort level 
(Kember, 2009). The study measured the number of educators adopting the techniques 
and student outcomes; there were no discussions of the effect on individual faculty 
member’s identities (Kember, 2009). 
Wright, Bergom and Brooks (2011) reviewed the impact of mentoring graduate 
students employed as teaching assistants (TA), helping them learn to work in student-
15 
 
centered classrooms. This study focused on: (a) the role of TAs within the classroom, (b) 
their purpose as facilitators, and (c) their reflections on their involvement within the 
course (Wright et al., 2011). While the authors make recommendations for mentoring, 
they furnish no data on the TAs’ experience of growing comfortable in a student-centered 
teaching environment (Wright et al., 2011). 
Gauci, Dantas, Williams and Kemm (2009) performed a study where student-
response systems (often referred to as “clickers”) were implemented into a physiology 
course. The study focused mostly on whether the use of clickers improved student 
performance. In pre-study interviews, instructors voiced concerns about loss of 
instructional time, student performance, and an increase in workload to incorporate the 
devices (Gauci et al., 2009). In post-study interviews, the instructors described how much 
students enjoyed the experience or increased their understanding of the material (Gauci et 
al., 2009). The study, however, did not focus on the instructors’ experience of becoming 
comfortable with the pedagogical style. Koenig (2010) performed a similar study, with 
similar outcomes, and also omitted the instructor’s experience.  
Use of “clickers” is one method of engaging students with the presented material. 
Dewey (1900) espoused interactivity within the classroom because it kept students alert, 
interested in the material, and prepared for duties later in life. 
Faculty Role Identity 
A person’s identity is not formulated all at once, but occurs gradually, over time, 
and is always changing (De Simone, 2001; Levin & Shaker, 2011; Lieff et al., 2012; 
Reybold & Alamia, 2008). Identity is not synonymous with personality, although 
personality is a component of identity formation (De Simone, 2001). Other important 
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factors which De Simone (2001) and Smith et al. (2010) identified are personal history, 
experiences, and the existing culture of one’s surroundings. Simply possessing the job 
title of “professor” can be a component of identity, as an outward expression of who one 
is (De Simone, 2001; Lieff et al., 2012). A college faculty member will have collected 
individual examples of each of these traits to assimilate a role identity for the work 
setting (Lieff et al., 2012; Reybold & Alamia, 2008). Each person’s identity is individual 
but there will be commonalities among faculty members. 
 Public perception. De Simone (2001) describes the common public perception of 
those in academia as “pompous, opinionated, egg-heads” (p. 285). This may be at odds 
with the traditional identity of professors as intellectuals with a great deal of expert 
knowledge. Additionally, De Simone (2001) notes that a non-academic’s perception of a 
professor may include poor social graces, out-of-style clothing, and unusual mannerisms. 
Macfarlane (2011) identifies the popular notion of a professor as so research focused that 
it may include negative connotations, using terms such as “cowboy” and “selfish” (p. 65). 
Challenge for new faculty. New faculty members have the greatest difficulty 
finding an identity within academia. Cleary, Horsfall and Jackson (2011) note that new 
faculty members feel particularly stressed about performing all the required duties of a 
normal work week. Other factors include unfamiliarity with expectations of the 
institution, and feeling isolated from others (Qudais, Al-Omari & Al-Smadi, 2009). Smith 
et al. (2010) describe the development of a new role identity as “praxis,” which is an 
internalization of the institutional culture, as well as one’s moral and ethical dealings with 
the workplace. 
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Duphily (2011) agrees that novice faculty feel tremendous stress from the high 
expectations of veteran educators, administrators, and even themselves. New faculty must 
not only teach, but in many instances perform and publish research. Recently, increased 
student enrollments and faculty attrition have exacerbated the problem (Heinrich & 
Oberleitner, 2012). However, Jones (2008) believes that many new faculty members 
focus solely on teaching at the beginning of their career, wishing to become competent 
and confident in that role before branching out to research. Only after socialization to the 
culture of higher education do teachers feel the need to become researchers (Jones, 2008). 
The shift toward research, and away from teaching and service to the college, was 
central to Lawrence, Ott and Bell’s (2012) quantitative study of faculty members’ 
organizational commitment. Faculty members reported spending the least amount of their 
time in a typical week on institutional service activities. However, a high percentage of 
respondents (77%) also reported that they would remain with their institution if required 
to devote more time to educational tasks, suggesting no correlation to institutional 
commitment.  
The only factors correlating to a higher level of organizational commitment were: 
(a) a personal belief in the value of service to the institution, and (b) a similar rating of 
the importance of research by both faculty members and administration (Lawrence et al., 
2012).  A value divergence between faculty members and administrators may be an area 
that affects faculty role member identity. Lieff et al. (2012) noted that an academic 
identity must be presented as well as recognized by others. If there is a discrepancy in 
recognition, role identity might be jeopardized. 
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 Some educators are exposed to academia during graduate school, and while this 
helps with an understanding of cultural norms within an institution, each entity can be 
different (De Simone, 2001). Heinrich and Oberleitner (2012) believe that a transition to 
a faculty member role takes at least five years, and in that time the faculty member must 
be active in scholarly activities such as research and publishing. They add that the most 
successful new faculty members are those who surround themselves with supportive and 
mentoring colleagues. Reybold and Alamia (2008) believe that novice educators 
routinely exhibit a transient role identity. As the faculty member moves through various 
challenges, the role identity is evaluated and changed as needed to account for new 
information. This early transiency may lead to feelings of being an “imposter” as the new 
faculty member is not completely comfortable in the role (Reybold & Alamia, 2008). 
 Jones (2008), Poore-Pariseau (2009) and Stedman, Roberts, Harder and Myers 
(2011) have a slightly different view of novice faculty, noting that many are woefully 
underprepared to take on the role of educator because any graduate program would have 
included, at most, one or two courses on teaching style and student assessment. Many 
fields do not even offer those courses, choosing to focus on advanced discipline-specific 
courses, instead of acknowledging that some of these students may become professors. 
The trend can include those in health care fields, who are trained to work with patients 
rather than students.  
Clinical role to academia.  The challenges inherent to clinicians transitioning to 
academia differ from those with a more traditional entry to education, such as graduate 
study. McArthur-Rouse (2008) believes the primary challenge is the shock of the new 
work environment: Clinicians may have an idea of the academic work environment, but 
19 
 
are often not prepared for the reality. New faculty may also feel that their clinical 
expertise will not transfer to the realm of higher education (McArthur-Rouse, 2008). 
Many clinicians work in hierarchical entities, so the self-sufficient realm of 
academia can be a challenge (Cleary et al., 2011). McArthur-Rouse (2008) and Suplee 
and Gardner (2009) identified some challenges common to all novice faculty members: 
feelings of inadequacy in teaching, understanding the structure of the institution, and an 
inability to gauge the effectiveness of teaching strategies.  
Dath and Iobst (2010) identified the need for increased faculty development for 
medical educators. Their focus was on physician education, but the same standards apply 
to other health care programs. Heinrich and Oberleitner (2012) also identified a need for 
administrators to support the transition of clinicians to faculty, and recommended 
developing peer mentoring programs. Lieff et al. (2012) concur that administrative 
support, which allows educators (especially medical educators) to practice skills learned 
through faculty development, is essential to faculty role identity formation. Suplee and 
Gardner (2009) also recommend an orientation program for novice educators to ease the 
transition into academia. 
Clinicians tend to teach in the manner they learned. The trend toward student-
centered practices means those traditional methods may no longer be satisfactory to teach 
at many institutions (Dath & Iobst, 2010; Jones, 2008; Stedman et al., 2011; Suplee and 
Gardner, 2009). Clinician-educators must not only stay abreast of new didactic 
techniques, they must follow their field’s changing protocols and technology, to educate 
the next class of health care workers (Duphily, 2011). 
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Isolationism. Multiple authors concur that academia is changing to a more 
commercial or corporate culture (Bosetti, Kawalilak & Patterson, 2008; Churchman and 
King, 2009). This new paradigm can change a faculty member’s role identity 
(Churchman and King, 2009).  
One response to change, isolationism, seeks to preserve role identity and prevent 
being overwhelmed by the new corporate culture (Churchman & King, 2009). 
Macfarlane (2011) noted that many professors feel uncomfortable speaking out against 
the changes, believing the administration will ostracize them. In such cases, the 
isolationism would be involuntary. Reybold and Alamia (2008) note that conflict does 
not necessarily diminish role identity, but can cause a change. They posit that this change 
could prove useful in the creation of a new role identity. 
Bosetti, Kawalilak and Patterson (2008) believe that isolationism is standard to 
academia, and presents a challenge to faculty (especially newly hired faculty) in 
developing role identity, since they have few confidants. The authors’ view is based on 
their autoethnographic work, which compares their own transition from administrative 
roles to tenure-track roles. This qualitative study, which is informed only by the three 
authors’ personal experience, shows that formation of faculty member role identity 
involves much observation and thus interaction with others. McArthur-Rouse (2008) also 
identified feelings of isolation in new faculty members caused by perceptions of a lack of 
support from either a mentor or administration. Qudais et al. (2009) also identified 
isolationism among new faculty members in Jordan.  
De Simone (2001) notes that isolationism may be learned as early as the graduate-
degree process, which limits contact between a researcher and his or her sponsor. 
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Duphily (2011) also noted dissatisfaction among novice educators who encountered 
isolationism while attempting to assimilate to a new environment. 
Churchman and King (2009) believe that to preserve role identity, one should 
avoid coworkers with opposing viewpoints. This could include only meeting and 
conversing with like-minded individuals, or creating an isolated environment. Cleary et 
al. (2011) agree, and note that collaboration with colleagues can assist with the stress new 
faculty members feel when trying to balance research, college service and teaching 
responsibilities. Johnson et al. (2009) concur, saying that sharing with others who have 
similar experiences can be supportive and encouraging. Lieff et al. (2012) also noted that 
faculty members who described a sense of membership or belonging were seen to have a 
more positive academic identity. 
Isolationism should not be confused with independence. Churchman and King 
(2009) described a faculty pride in classroom independence, from the topics discussed to 
the teaching style used. While the study included faculty members ranging from newly 
hired to tenured, only the newer educators felt positively toward classroom independence. 
Older instructors were skeptical it would endure, and expressed feelings of fear and 
anger.  
Levin and Shaker (2011) studied a specific group—faculty who are full-time but 
non-tenure track (FTNT). They found feelings of isolation, like studies which included 
more tenure-track faculty. FTNT have less job security, but with the same workload as 
tenure-track faculty, which can lead to feelings of frustration and envy (Levin and 
Shaker, 2011). With FTNT, there are greater instances of dichotomous identities—one 
identity for the classroom and one for the other staff. This creates what Levin and Shaker 
22 
 
(2011) call a “hybrid” identity, where the faculty member feels positively toward the 
classroom experience but negatively toward the institution. 
Changing pedagogical style. Johnson et al. (2009) state that a new teaching style 
changes one’s “attitudes, perceptions, descriptions of roles and responsibilities, and 
actions” (p. 147). The effect can create role confusion from: (a) learning to use the new 
teaching/learning paradigm, (b) having students struggle to interpret the new 
teaching/learning paradigm, and (c) conforming to administrative rules on content 
coverage and evaluation (Johnson et. al, 2009). They suggest that not only do faculty 
members need support, but so does the student body, to maximize the benefits of the 
change in teaching style. 
Minter (2012) believes the role of classroom educator is closely related to the role 
of a manager and a leader. There are ten concepts for which a manager is typically 
responsible, including motivating others, setting goals, team building and managing 
conflict (Minter, 2012). These concepts can be applied to student-centered teaching, 
where the instructor must guide students through the educational process by motivation, 
defining the desired goals (outcomes) and creating collaborative partnerships.  
Toma (1997) was one of the first to examine how a change in an instructor’s 
paradigm (the instructor’s way of interacting with knowledge) could influence a 
professional’s daily life and overall outlook towards education. Though Toma (1997) 
chose to focus on law professors, he indicates that the study can be extrapolated to 
include other disciplines. Toma (1997) noted that a faculty identity is created by existing 
in multiple cultures simultaneously: the “instructor’s discipline, the institution, the 
profession, and society” (p. 680). 
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When a person decides to become a faculty member, he or she tacitly agrees to 
work within the paradigm of academia and its ubiquitous relationships and norms (Toma, 
1997). Working within a particular paradigm such as student-centered pedagogy, shapes 
the nature of the instructor’s work such as standards of success, pressure to perform or 
utilize particular methods and models, and their perception of their ability to influence 
change (Toma, 1997). Toma (1997) notes that faculty who work with like-minded 
colleagues within an institution find acceptance due to the institutional culture even if 
their work is significantly different from others within their field. This respect is an 
important component of role identity development. 
Campus Culture 
 Campus culture is a term derived from research in business which looked at 
organizational cultures and behaviors (Charland, 2011). Similar to shared beliefs within a 
social or ethnic group, campus culture reflects shared “understandings, relationships and 
activities” (Charland, 2011, p. 4). Cultural change is possible and happens more 
frequently when an outside event threatens the normal operations and thoughts within the 
group (Charland, 2011).  
 Charland (2011) describes campus culture determination as the interplay of four 
components of an ecosystem, each one having a different level of personal interactions. 
The highest level called the “microsystem” (p. 5) is an overarching belief system 
containing the essence of the function of education. The next layer is called “exosystem” 
(p. 5) and contains influence from national accreditation agencies, governments and the 
institution’s mission, vision and values. Further down is the “mesosystem” (p. 5) which 
comprises relationships between faculty members, staff and students. Finally, there is the 
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“microsystem” (p. 5) which is a faculty member’s personal feelings based on interactions 
with colleagues and students. Successful cultural change must occur at each of the four 
levels, though not necessarily simultaneously (Charland, 2011). 
Role of Administration. Poore-Pariseau (2009) notes that the American 
Association of University Professors (AAUP) published a code of ethics, and one tenet is 
“As members of an academic institution, professors seek above all to be effective 
teachers and scholars” (p. 228). Poore-Pariseau (2009) encourages administrators to 
frame suggestions for new technologies and pedagogical styles as an ethical imperative to 
becoming outstanding educators, thus using the AAUP code to foster change. 
 Poore-Pariseau (2009) reviews the issue of pedagogical choice from both the 
faculty and administration viewpoints. While both entities have the same focus—the best 
possible educational experience for students—faculty members tend to be subject matter 
experts with little training in pedagogical theory (Poore-Pariseau, 2009). Administration 
is then responsible for ensuring that faculty members receive the appropriate education to 
implement the strategies (Poore-Pariseau, 2009).  
Administrators at smaller institutions may want to emulate the process described 
in a study by Murray, Higgins, Minderhout and Loertscher (2011). This study described 
building information sessions which they call “Core Collaborators Workshops” (p.406). 
These groups form from faculty who may be the sole instructor of a subject and may have 
no other opportunities to network. The study’s key understanding was that educators need 
to feel supported by their peers, either within their institution or profession. The authors 
recommend that groups be small (just 14-20 participants at one educational session) and 
share a specific discipline, but also that the participants be seen as collaborators, not 
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novice instructors. This creates feelings of empowerment and engagement within the 
group, and creates an environment which will sustain the implementation of student-
centered teaching activities. 
Implementing technology. The use of online educational media such as blogs, 
wikis, and social media are collectively termed “Web 2.0” and often are components of 
student-centered teaching strategies (Ulrich & Karvonen, 2011). Many colleges are 
implementing these technologies in online education to maintain a successful business 
model, as well as provide excellent student outcomes (Annan, 2008; Furco & Moely, 
2012; Johnson, 2013; Tabata & Johnsrud, 2008). Faculty will need to adapt their teaching 
style to accommodate the new technologies, a time-consuming venture which competes 
with the traditional duties of teaching, research, and service to the organization (Annan, 
2008; Furco & Moely, 2012; Johnson, 2013; Tabata & Johnsrud, 2008). 
Furthering one’s own education can help new educators understand the workplace 
culture, not only by learning new concepts but by using programs and courses as an 
opportunity to network with other educators within the institution (Cleary et al., 2011; 
Suplee & Gardner, 2009). Lieff et al. (2012) noted that education brings an increase in 
confidence, which adds to a faculty member’s academic identity. Observing and listening 
to more experienced faculty can also benefit new faculty members (Duphily, 2011). 
These activities assist the newcomers with the development of their practice, which lends 
a sense of credibility to their role in education (Lieff et al., 2012). 
Tabata and Johnsrud (2008) studied attitudes affecting a faculty member’s use of 
technology in the classroom. The results reinforce that institutional support and faculty 
development activities help faculty incorporate new technologies. This study 
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demonstrates the need for a comprehensive strategic plan to purchase and implement 
technology–and train faculty appropriately–to have a positive outcome.  
Faculty inherently resist change, and according to Annan (2008), the most 
persuasive method of introducing new technology is not by presenting research, but peer 
opinions—typically from early adopters. Research on a technology’s use and outcomes 
by other institutions can sway those who function as early adopters (Annan, 2008). Ulrich 
and Karvonen (2011) had different results when studying the impact of peer support on 
adoption of technological applications. They asked a series of eight questions on the 
topic, and found the responses were universally neutral, suggesting a mix of positive and 
negative experiences produced a varied viewpoint (Ulrich & Karvonen, 2011). 
 Furco and Moely (2012) state that one reason for faculty resistance to new 
technologies and pedagogical styles is that veteran instructors have seen trends 
implemented, only to be ignored after a few years. An administration committed to 
continued faculty development, and perhaps rewarding faculty who participate in the new 
style, can be beneficial (Furco & Moely, 2012). Actual experience with technology is the 
most likely contributing factor toward a faculty member adopting new technology 
(Tabata & Johnsrud, 2008). 
 Effectiveness of institutional policy. Cox et al. (2011) studied the faculty 
perception of policies within an institution. They identified institutions that had policies 
in place to generate positive student outcomes, and specifically, policies directed at 
student-centered teaching. Their study indicates that policies have little to no effect on 
faculty use of student-centered strategies. Johnson (2013) found that faculty members 
will still perceive a hostile environment even when a pedagogical style is merely 
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suggested, not enforced. These feelings grow when faculty members are not consulted 
about decisions prior to implementation, and when administrative changes (such as 
increased class size) are implemented without faculty involvement. 
Lewis’ (2011) study indicates that a policy of shared governance benefits the 
institution’s image and overall quality of educational experience. This study is important 
because it demonstrates that decisions made without faculty input can negatively affect 
morale and quality. Shared governance, and faculty education on the principles of shared 
governance, can narrow the gap in perceptions by faculty and administrators. Lewis 
(2011) suggests including faculty on decisions involving resources, admissions, and 
research opportunities. 
No matter the change being implemented, it is important to maintain channels of 
communication (Annan, 2008). Clear communication between administration and faculty 
is essential, but there also needs to be discussion among faculty members, sharing 
successes and failures (Annan, 2008).  
Summary 
 The common elements of a faculty member’s identity include attitudes and beliefs 
about how he or she functions within the faculty role, and external forces which may be 
contradictory. These factors become internalized, but also shape the faculty member’s 
interaction with the rest of the campus community, which can include isolation from that 
community. When multiple faculty members connect, their interactions help define the 
campus culture, which in turn shapes the individual faculty member’s identity. 
Administrators who wish to encourage a particular culture need to understand the 
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interaction between individuals and the campus as a whole. The evidence suggests that 
adequate faculty development is a key to success.   
29 
 
Chapter 3: Research Methodology 
Introduction 
 As shown in Chapter 2, the widespread use of student-centered teaching practices 
influences both individual faculty roles and the overall campus culture. This study 
examines the process of adopting student-centered teaching practices by faculty members 
at a private college in south-central Pennsylvania. 
 The guiding question of this study is: What do educators experience when 
transitioning from a traditional, lecture pedagogical style to a student-centered teaching 
environment? To gain a deeper insight, the following sub-questions will be explored:  
1) What facets of the instructor’s role identity does he or she believe to have 
changed during the transition to a student-centered teaching environment? 
2) What events enhanced the transition to a student-centered teaching environment? 
3) What events hindered transition to a student-centered teaching environment? 
The author of this qualitative study collected responses from faculty members who have 
identified a change to student-centered teaching. This chapter will describe the elements 
of the study, including rationale for the qualitative design, a review of the target 
population, research methods, and ethical considerations. 
Research Design and Rationale 
Phenomenology  
 The general research focus of this study is interpretive and qualitative in nature. 
Interpretive refers to the researcher’s intent to interpret and make sense of the meaning 
others have about the world they live in (Creswell, 2013). A phenomenological design 
was chosen as the basis for the research study because phenomenology examines the 
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underlying forces, and the way those forces impact people (Cresswell, 2013). The 
research question is exploring the subjective realities of the participants by developing an 
empathetic understanding of their reality (Johnson & Christensen, 2012). The strengths of 
qualitative research are: (a) understanding the meaning for participants in the study and 
the context within which the participants act, and (b) the attempt to understand the 
context in which the participants act and how the context impacts their actions (Maxwell, 
2005). 
A qualitative, phenomenological study explores a single concept as experienced 
by a group of individuals (Cresswell, 2013). Merriam (2009) describes phenomenology 
as “a study of people’s conscious experience of their life-world, that is, their everyday 
life and social action” (p. 25). Moustakas (1994) notes that a phenomenological study 
will help to provide a structure that portrays the “essence of the experience” (p. 12). The 
researcher’s role is to interpret the phenomenon through the eyes of those who have 
experienced it (Moustakas, 1994). This type of study is consistent with the researcher’s 
constructivist viewpoint, which seeks to understand the viewpoint and meaning a 
participant assigns to an event. 
Within the field of phenomenology there are two research approaches: (a) 
hermeneutic phenomenology, and (b) transcendental phenomenology (Creswell, 2013). A 
hermeneutical research study, based on van Manen (1990) and Smith, Flowers, and 
Larkin (2009), explores the lived experiences of the participants and then the researcher 
interprets the experiences. On the other hand, a transcendental study, based on Moustakas 
(1994), is designed to focus on meaning by acquiring and collecting data that explicates 
the essence of human experience. 
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 Hermeneutic theory is a phenomenology approach that examines the written 
word, and is typically associated with historic documents such as the Bible, law, or 
literature (Smith, 2007). There has been controversy within the field as to whether the 
hermeneutic researcher should be content to analyze words, or should also attempt to 
understand the author’s intent (Smith, 2007). Interpretive Phenomenological Analysis 
(IPA) is a method which expands on traditional hermeneutic theory and enables the 
researcher to learn from the true experts: participants (Reid, Flowers & Larkin, 2005).  
Reid, Flowers, and Larkin (2005) note that the IPA process typically uses a semi-
structured interview, in which the researcher elicits a thorough history of the participant’s 
feelings, thoughts and actions related to the phenomenon. A one-on-one interview is the 
preferred method, as it provides an opportunity for the participant to reflect before 
answering a question, and a chance for the interviewer to build a relationship with the 
participant (Reid, Flowers & Larkin, 2005). 
 An IPA approach reveals how an individual makes sense of his or her world, 
although participants may still have difficulty expressing their true thoughts and feelings 
(Smith & Osborn, 2008). A researcher must therefore examine the participant’s mental 
and emotional cues as well as the verbal statements (Smith & Osborn, 2008). 
Research Bias 
 Smith (2007) reviews the hermeneutic cycle, which underscores the need to view 
the parts of a system to identify the whole, and the simultaneous need to see the whole of 
a system to understand the component parts. This cyclical understanding is critical to 
interpreting results (Smith, 2007). Part of this cycle includes the researcher’s experiences 
with the topic, which must be identified and isolated prior to working with the study 
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participants (Smith, 2007). Smith (2007) and Tufford and Newman (2012) note that this 
exercise, called bracketing, focuses the researcher’s attention on the participant and 
facilitates the emerging story. Bracketing enables the researcher to glean essential 
information from study participants, without projecting her own thoughts onto 
participants’ stories (Smith, 2007; Tufford & Newman, 2012). 
After the interviews, it is appropriate to once again acknowledge bracketed ideas 
before reviewing the participant data (Smith, 2007). However, as Smith (2007) notes, 
interaction with the study participants may change the researcher’s viewpoint, meaning 
the bracketed material may no longer match the researcher’s original viewpoint.  
The method this researcher chooses to use is one delineated by Tufford and 
Newman (2012), which occurs during the data collection process. Memos or notes are 
used to examine and reflect on the researcher’s understanding, and can provide an 
opportunity to explore feelings (both positive and negative) about the process (Tufford & 
Newman, 2012). This may lead the researcher to important insights during data 
collection. 
Researcher’s Thoughts on Student-Centered Teaching. After taking some time 
to reflect on the student-centered teaching concept, the researcher has identified her own 
potential bias. The researcher believes that student-centered education practices may be 
difficult to incorporate due to resistance from students who are more familiar, and 
therefore more secure, with learning in a structured lecture or recitation strategy. Faculty 
members may also resist incorporating these methods, because it can take quite a bit of 
time to plan and implement, and time is not a luxury many faculty have. 
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 However, it is important to encourage the use of student-centered teaching. These 
techniques are designed not to just impart information, but to teach students how they 
learn, and to encourage them to use that knowledge in new and creative ways. This is 
important for students in the health care field, such as those at the study site, because 
each patient they encounter will be slightly different than the last. Only through critical-
thinking will the student provide the best possible patient care and generate positive 
patient outcomes.  
 
Site and Population 
Population Description 
The population for this study encompasses all college and university faculty 
members whose approach to teaching is student centered (Blumberg & Pontiggia, 2011). 
The site for this study is a private college, which limits the population to faculty 
employed at that institution. The composition of the faculty is 90.8% female, 9.2% male, 
95.8% Caucasian, 4.2% Hispanic or Latino, and 0% African-American (per 2013 faculty 
survey). 
Participant selection occurred through purposeful, criterion-based sampling. 
Cresswell (2013) notes that this method provides for quality control, in that all 
participants have met a criterion—in this instance, use of student-centered teaching 
techniques. All eligible members of the college community who teach in face-to-face 
classrooms were asked to participate in the study, and invited to an event to gain 
information on the process. Those who could not attend the event could contact the 
researcher through e-mail to express intent as well. At the event, the researcher explained 
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that participation is voluntary, and that those interested should provide a phone number or 
e-mail address so that the researcher could set up an individual interview. Those faculty 
members for which the researcher has supervisory status were excluded from 
participation to prevent feelings of coercion. 
Faculty members who scheduled and participated in the interviews were the 
sample group. To obtain the best sample, the researcher hoped to conduct interviews with 
six interested faculty members. Six faculty members volunteered through the information 
event and via e-mail exchanges. Those six faculty members represented both the general 
education faculty and nursing faculty equally. There were four women and two men in 
the study group with experience in face-to-face as well as online instruction.  
Site Description 
The site for this study is a small private college in south-central Pennsylvania. 
This institution has an annual enrollment of just over 1,400 students, primarily enrolled in 
health career programs. The administration and board of trustees held a strategic planning 
session in 2010 which examined the need for excellence in education. As part of the 
strategic plan, the administrators asked faculty members to adopt student-centered 
teaching techniques—a style unfamiliar to most of the faculty.  
 Despite an initial reluctance to part with lecture-centric classroom techniques, 
faculty members began transitioning to a student-centered teaching environment. To date 
however, the institution has not been able to identify the degree of change within the 
institution. There has also not been an attempt to ascertain from faculty members what 
experiences were useful to the transition to a student-centered style.  
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 The faculty members comprise three divisions: general education, nursing, and 
health sciences. Because the researcher has direct control of the health science division, 
those 18 faculty members were excluded from participating in the study. The general 
education division employs 19 faculty members, and the nursing division employs 37 in 
associate and baccalaureate programs combined (K. Lucia, personal communication, 
October 7, 2013). Each division also employs adjunct faculty members. The number of 
adjunct faculty varies by semester depending on institutional needs.   
Site Access 
 The researcher’s status as an employee permitted ample site access. However, to 
maintain a division between work and education, the researcher only contacted potential 
study participants and volunteers through the researcher’s Drexel University e-mail 
account. An official request for access was sent to the vice president for academic affairs 
prior to any contact between the researcher and participants. 
Research Methods 
Description of Each Method Used 
A semi-structured interview process was used to identify thoughts, feelings, and 
behaviors that each participant deemed relevant. Merriam (2009) notes that this process is 
useful when the researcher has no ability to observe participants in their natural 
environment, or when it is impracticable to recreate the phenomena or situation. In this 
study, the phenomenon (transition to a student-centered teaching environment) has 
already occurred and cannot be repeated. The text of the interview questions is included 
in Appendix A. Merriam (2009) states that a semi-structured interview has flexible 
questions, permitting some slight variation in questioning each participant. 
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Interview questions 6 and 7 were adapted from Gilis, et al. (2008), who developed 
the interview as part of a survey of educators using student-centered teaching techniques 
in Belgium. The text has been Americanized but the essence of the questions remains the 
same. The questions had been pilot-tested and validated prior to use in the study. Each 
interview was audio recorded so that the researcher could focus on the subject rather than 
on writing. Additional questions related to participant demographics are included at the 
beginning of the instrument. 
Data Analysis Procedures 
This study does not seek to compare or contrast data. Since this research study is 
an Interpretative Phenomenology Analysis (IPA), its purpose is to go deep into the 
experiences of the participants, to understand their experiences in shifting their 
pedagogical approaches to teaching. The transcripts had to be analyzed with an open 
attitude (Seidman, 2006), with a focus on participants to make sense of their experiences 
(Smith, et.al, 2009). 
After the coding of interviews was completed, the researcher incorporated her 
own thoughts and feelings into the data obtained from the participants (Smith, 2007). 
However, since interaction with the participants may have altered the researcher’s own 
viewpoint, it was factored into the analysis (Smith, 2007). 
According to Cresswell (2013), analysis involves, “organizing the data, 
conducting a preliminary read-through of the database, coding and organizing themes, 
representing the data, and forming an interpretation of them” (p. 179). To prepare and 
organize the data, the recorded interviews were transcribed verbatim. Initially all data 
was treated as equally important, a process called “horizontalization” (Merriam, 2009, p. 
37 
 
26). This initial data includes not only the essence of the phenomenon, but the essence of 
the individual, and the person’s experiences (Merriam, 2009). 
The next step in the process is “memoing,” which Cresswell (2013) describes as a 
way for the researcher to immerse herself in the data. The researcher read through the 
transcripts in their entirety several times, placing electronic notes at the margins. The 
researcher then separated the data into “text units” which could involve either a word or a 
phrase from an interview (Cresswell, 2013, p. 182). The researcher used the ATLAS.ti 
software system to analyze and separate the text units. Merriam (2009) describes the 
process of reviewing the data clusters as “imaginative variation”—a look at the data from 
different viewpoints to see new interpretations. 
After fully reviewing the text, the researcher interprets the data by clustering the 
text units into themes (Cresswell, 2013). The themes can be further clustered into “larger 
units of abstraction” without duplicating or overlapping the material (Cresswell, 2013, p. 
187). By adding significant statements from the participants, the units of abstraction 
become the themes (Cresswell). This allows the researcher to describe the participants’ 
experiences and include significant statements within the “textural description” 
(Cresswell, p. 193). 
Next a “structural description” is developed based on the nature of the experience 
(Cresswell, 2013, p. 194). The researcher focuses on the setting and context in which the 
phenomenon occurred (Cresswell, 2013). All data from the textural and structural 
descriptions are ultimately combined to elicit the essence of the experience (Cresswell, 
2013).  
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IPA analysis often includes quotes directly from participant interviews (Reid, 
Flowers & Larkin, 2005). The process described by Reid, Flowers, and Larkin (2005) 
includes the researcher’s development of an “insider perspective” through listening and 
analyzing data from the interviews (p. 22). After analyzing the quotations, the researcher 
attempts to look at the data from an external point of view and understand it in relation to 
study questions (Reid, Flowers & Larkin, 2005). The data is categorized into themes, 
which outline the common experiences of all participants while allowing for unique and 
individual expressions (Reid, Flowers & Larkin, 2005). 
Stages of Data Collection 
Once the researcher received Institutional Review Board (IRB) approval, data 
collection began.  In January 2015, an invitation was issued to all eligible faculty 
members to attend an information session. At the information session, January 8, 
attendees were informed of the proposed study and offered a sign-up sheet for names and 
contact information.  
After obtaining permission to contact faculty for interviews, the researcher 
conducted face-to-face interviews with six faculty members. These interviews occurred at 
a time and place convenient to both the researcher and faculty member between January 
19th and June 10th. 
 The ATLAS.ti program facilitated the coding and analysis process. Transcription 
was performed soon after each interview and sent as Microsoft Word documents from the 
transcriptionist to the researcher through July 2015. Review and coding of the material 
occurred between June 2015 and May 2016. Completion of the analysis and conclusions 
occurred through March 2017. A defense of the dissertation is scheduled for May 2017. 
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Ethical Considerations 
 Cresswell (2008) notes that both the participants and the research site need to be 
treated ethically. To protect the participants, the researcher will acquire IRB approval 
from both Drexel University and the target institution. 
 Cresswell (2008) states that to respect the site of a research study, one must obtain 
permission before entering the site and to think of oneself as a “guest”—not asking for 
excessive amounts of any person’s time or materials (p. 12).  A request for site access 
was granted by the Vice President of Academic Affairs at the target institution.  
Institutional Review Board 
 According to The Belmont Report (1979), any type of activity which uses 
research to collect data for analysis should be reviewed to identify that no harm will 
come to the participants. One of the main considerations is that participants freely choose 
to participate in a study and feel free to withdraw at any time without penalty. In this 
study, all participants voluntarily provided information on surveys. Any person receiving 
a survey could choose to reject participation. The author did not invite any faculty for 
which she has administrative oversight, to mediate any feelings of coercion and protect a 
vulnerable population. 
 Adjunct faculty were not included in the study. No restrictions on gender, age, or 
race affected a person’s ability to participate in the study. However, that information was 
collected as part of the analysis. Participants were given an option to exclude that data if 
they wished. 
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Informed Consent 
 Potential participants learned of the study at an information session, which 
detailed the data to be collected and its treatment.  During the information session, 
interested participants provided contact information including name, e-mail address, and 
telephone number for a follow-up interview. No monetary enticement was used to 
encourage participation in the study. Light snacks were provided to anyone attending the 
information session, regardless of their intent to participate in the study.  
All participants were reminded at the beginning of the interview that they could 
change their mind at any time, and refuse to answer any questions. If a subject did not 
complete the interview, that data would not be included in the final study to protect that 
individual’s rights. 
The researcher understands that to gain access to a site, the administrators may 
wish to see the results of the study. Participants will be informed that the data will only 
be shown to any administrator in the aggregate, and that any identifying data will be 
eliminated from the material. 
Summary 
The study required careful attention for the selection of participants, research 
methodology, and ethical considerations. The researcher sought to gain an understanding 
of what educators experience as they transition to a student-centered teaching 
environment. 
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Chapter 4 
Findings, Results, and Interpretation 
This chapter will describe the findings, results, and interpretation of data 
collected. The researcher interviewed six faculty members regarding their perceptions of 
their role as educators, and their use of student-centered instruction techniques. An 
interpretive phenomenological analysis (IPA) was used to explore the nature of faculty 
members’ understanding and use of student-centered pedagogy. This approach allowed 
the researcher to identify common experiences in the transition from lecture-centered to 
student-centered classrooms. 
The purpose of this study was to examine faculty members’ perceptions related to 
their use of pedagogical style in the classroom. The researcher hopes to gain an 
understanding of how faculty members view the experience of transitioning to student-
centered teaching practices. Insight to commonalities, such as events which enhanced or 
hindered the transition, could provide administrators with data to foster additional 
student-centered techniques at the institution. 
Chapter 3 outlined the IPA methodology used to analyze data gathered during the 
interview process. The participants’ feelings, thoughts, and actions were transcribed from 
recorded interview sessions, as is consistent with IPA methodology (Reid, Flowers & 
Larkin, 2005). Each participant had two interview sessions, except one participant who 
had three. During the initial interview, the researcher posed the questions listed in 
Appendix A, with subsequent interviews eliciting more detailed responses and follow-up 
to the initial dialogue. 
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This chapter is comprised of two sections: (a) the summary of data gathered, and 
(b) the interpretation of data by the researcher. According to Cresswell (2013), analysis 
involves “organizing the data, conducting a preliminary read-through of the database, 
coding and organizing themes, representing the data, and forming an interpretation of 
them” (p. 179). The researcher segmented the transcribed interviews into text units when 
significant findings warranted. Each text unit was assigned a primary code. Initially the 
researcher used 75 codes to categorize the data. This is consistent with Reid, Flowers & 
Larkin (2005) who note that IPA analysis is “developed around substantial verbatim 
excerpts from the data. (p. 22)” 
The second section of this chapter includes the researcher’s interpretation of the 
data. In this phase, the researcher moves from the listener perspective (or insider 
position) to the interpretive (or outsider position) by taking an objective overview of the 
participants’ accounts (Reid, Flowers & Larking, 2005).  Using the original 75 codes, the 
researcher grouped the responses into three main themes: (a) Challenges to Overcome, 
(b) Outside Influences, and (c) Acting the Part. These themes provide the basis for the 
researcher’s conclusions and recommendations in Chapter 5. 
Findings 
 The findings in this chapter represent the shared thoughts and feelings of the 
participants’ regarding student-centered teaching. Smith and Osborn (2008) describe the 
purpose of an IPA study as “to say something in detail about the perceptions and 
understandings of this particular group rather than prematurely make more general 
claims” (p. 55). There is an intrinsic connection between a person’s words and their 
mental state, but it may be difficult for the person to perfectly express those thoughts and 
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feelings. The researcher’s task is to interpret not only the words but the non-verbal cues 
into a valid meme (Smith & Osborn, 2008). As each interview was completed, the tape 
was transcribed by a professional who recorded words and sounds (such as a laugh or 
cough) which could be reviewed by the researcher. The researcher reviewed the transcript 
and highlighted words or phrases which illustrated important emotional ties to the topic. 
The researcher then constructed a narrative for each of the participants.  
 Participant 1—DM Table 4.1 identifies DM’s sample quotes related to the 
codes. 
Table 4.1 
DM’s Quotes Related to Codes 
Codes Quotes 
Faculty role before student-centered 
teaching 
“My role was to teach and instill 
knowledge. That is what I saw as my role. 
And to develop a relationship with 
students, and I thought that was part of the 
education process, the better relationship 
you have with the student, to me, the 
greater possibility was that they would 
want to learn, that you could help them to 
want to learn. But really, it was to present 
the information to them, see that they 
understood it, and test them on it.” 
 
“I relied a lot on the textbooks, I did not 
rely a lot on journal articles. So they had 
their textbook they could bring. So if we 
were doing a case study, they had their 
textbook, they could bring their textbook 
to the classroom and they could look up, if 
we were talking about ABGs, and a child 
who has had bronchiolitis and what was 
going on, and what should the nurse do, 
they had their textbook to use, but they 
did not have anything as current as what 
an article might provide.” 
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Definition of student-centered teaching “I see my role as to helping them explore 
knowledge and to develop a quest for 
knowledge, a desire to learn, and to figure 
things out themselves with guidance, like 
to try to figure things out themselves, and 
then when they need guidance, that is my 
role to step in and help direct them.” 
 
“I also feel because knowledge changes so 
quickly with the advent of so much 
technology, that my role is to teach them 
where to find information, where before I 
used to think that my role was to tell them 
information. I feel a big part of my role is 
to help them find out where the 
information is.” 
 
“I do not think this is a preparation issue. 
It makes me understand that the mind only 
stays attentive to something for a short 
amount of time. And when you have 
students in class that are working and 
have families, and are coming to class for 
four hours, I am very well aware of their 
attention. So I try to change gears 
frequently.” 
Preparing students for class “Because I have to tell you truthfully 
when I lectured, I felt like it was easy for 
them not to come to class prepared. It was 
always a frustration for me. And other 
than doing quizzes at the beginning of 
class, there really was not a good 
mechanism. Well, now when you are 
doing more learning-centered activity, it 
really forces them to come to class with 
some degree of preparation. And that to 
me is a real positive.” 
Description of activity “I do each week, at least each week, one 
mini lecture during the class. When I say 
mini lecture, the lecture is such that I will 
teach for a little bit and they will have to 
do something. And then we might talk, I 
might have a little PowerPoint where I 
talk about something else, and then they 
have to go and do something. So, 
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probably in that course, I do more 
teaching.” 
Developing teaching style “I loved to lecture, so it was not my hatred 
for lecture that made me decide to change, 
because I had a lot of fun at lecturing. I 
felt that I did it in a fairly interactive 
manner and involved the students, but not 
to the same degree that they are involved 
now. So it really was because that is what 
the research said, it was proving that we 
should be doing it. And so I felt like I 
needed to respond to the research, as 
painful as that can be.” 
Characteristics of good instructors “Well, the first thing I must say is you 
better be a master of your content, 
because you are sending students out to 
explore and they come up with a lot of 
questions that when you were just straight 
out lecturing, I did not find that they 
asked. So I feel that you need to be up to 
date, because they are going out there 
looking at up to date material, they are 
going out to the web, so that one of the 
competencies that I think is critical, is to 
be up to date on your content areas. I 
think you have to be flexible, if that would 
be a competency, I am not sure if that 
would be a competency or a characteristic, 
but sometimes discussions go longer, 
sometimes they go shorter, and you have 
to be able to at least feel like you can give 
some time to that and take it away from 
somewhere else that you have envisioned. 
So you have to be able to be organized 
enough that you can be flexible with 
content.” 
Faculty role perception “And I think part of that responsibility we 
feel is to not lose students. Because we are 
currently being talked to a lot about 
numbers. I would really just like to just... 
tell me what I have to teach, and I will go 
to class and I will teach it, and not worry 
about how many people come into the 
program. But there is a great deal of 
concern passed on to all of us about the 
number of people that come in. I don’t 
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think that that should be a faculty 
responsibility, but I feel like it is a faculty 
responsibility, and I don’t like that 
responsibility.” 
 
“It is important to me to contribute to the 
college, and that is a way I can contribute 
to the college, by some of that kind of 
work.  It just helps me feel better because 
that is a part of what you do, you 
contribute to the good of the college.” 
  
 DM’s narrative. DM gave two interviews, each approximately an hour in length. 
Unfortunately, the researcher was less familiar with the recording device and 
approximately 20 minutes of the initial interview was not recorded or transcribed. 
Nonetheless, DM is a pleasant person, and keen to talk about her role in student-centered 
teaching within the institution.  
DM is an instructor in the division of nursing. She originally planned to be a 
special-needs educator for a high school. However, her brother’s gun accident pulled her 
into the realm of nursing. Of her 32 years as a nursing instructor, she has spent 20 at her 
current institution. Initially, she taught associate-degree nursing students, but her current 
role centers on the RN-to-BSN program.  
DM claims to have been teaching in a student-centered style her entire 32 years.. 
However, as she described her educational journey, it became clear that aside from using 
some case studies in the early part of her career, only within the last five to seven years 
has she tried to incorporate more student-centered techniques into her courses. In one 
instance, she looked back on the early part of her career: “My role was to teach and instill 
knowledge. That is what I saw as my role. And to develop a relationship with students, 
and I thought that was part of the education process, the better relationship you have with 
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the student, to me, the greater possibility was that they would want to learn, that you 
could help them to want to learn. But really, it was to present the information to them, see 
that they understood it, and test them on it.” 
When asked to reflect on the amount of lecturing she used in the past, she 
estimated that a single class contained approximately 90% lecture in her initial years. “I 
loved to lecture, so it was not my hatred for lecture that made me decide to change, 
because I had a lot of fun at lecturing. I felt that I did it in a fairly interactive manner and 
involved the students, but not to the same degree that they are involved now. So it really 
was because that is what the research said, it was proving that we should be doing it. And 
so I felt like I needed to respond to the research, as painful as that can be.” 
She transitioned to student-centered teaching and now estimates that she lectures 
only 10-15% of the time. “I do each week, at least each week, one mini lecture during the 
class. When I say mini lecture, the lecture is such that I will teach for a little bit and they 
will have to do something. And then we might talk, I might have a little PowerPoint 
where I talk about something else, and then they have to go and do something. So, 
probably in that course, I do more teaching.”  
Her role has changed a bit since incorporating student-centered teaching 
techniques: “I see my role as to helping them explore knowledge and to develop a quest 
for knowledge, a desire to learn, and to figure things out themselves with guidance, like 
to try to figure things out themselves, and then when they need guidance, that is my role 
to step in and help direct them.” She is not yet at a completely “flipped classroom” style, 
and would like to incorporate more activities and less lecture, particularly in courses 
where the material is “dry.”  
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 She credits her transition to student-centered techniques to doing research on the 
subject. DM wishes she could attribute it to her students’ desire for more engaging 
classes, but in her experience, students would rather have information given to them than 
work for it. “Because I have to tell you truthfully when I lectured, I felt like it was easy 
for them not to come to class prepared. It was always a frustration for me. And other than 
doing quizzes at the beginning of class, there really was not a good mechanism. Well, 
now when you are doing more learning-centered activity, it really forces them to come to 
class with some degree of preparation. And that to me is a real positive.”  
She believes a good instructor has flexibility when using student-centered 
techniques, since some classes will want to spend more time on a topic than others, and 
the instructor must ensure all content is still covered. Another competency for instructors 
is currency in the material. “Well, the first thing I must say is you better be a master of 
your content, because you are sending students out to explore and they come up with a lot 
of questions that when you were just straight out lecturing, I did not find that they asked. 
So I feel that you need to be up to date, because they are going out there looking at up to 
date material, they are going out to the web, so that one of the competencies that I think is 
critical, is to be up to date on your content areas. I think you have to be flexible, if that 
would be a competency, I am not sure if that would be a competency or a characteristic, 
but sometimes discussions go longer, sometimes they go shorter, and you have to be able 
to at least feel like you can give some time to that and take it away from somewhere else 
that you have envisioned. So you have to be able to be organized enough that you can be 
flexible with content.” 
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Students, she feels, will use the most current resources when preparing for class 
or working on an in-class activity, and they will have questions. The instructor must be 
able to acknowledge the importance of the question, and give or guide the student to the 
answer. Early in her career, resources were scarce: “I relied a lot on the textbooks, I did 
not rely a lot on journal articles. So they had their textbook they could bring. So if we 
were doing a case study, they had their textbook, they could bring their textbook to the 
classroom and they could look up, if we were talking about ABGs, and a child who has 
had bronchiolitis and what was going on, and what should the nurse do, they had their 
textbook to use, but they did not have anything as current as what an article might 
provide.” 
Another part of DM’s role is helping students learn to learn: “I also feel because 
knowledge changes so quickly with the advent of so much technology, that my role is to 
teach them where to find information, where before I used to think that my role was to 
tell them information. I feel a big part of my role is to help them find out where the 
information is.” 
 When preparing face-to-face class sessions, she tries to incorporate movement for 
the students. This could be simply moving from one table to another, or standing to write 
on the board, but getting students out of the chair is important, in her eyes, to student 
engagement. “I do not think this is a preparation issue. It makes me understand that the 
mind only stays attentive to something for a short amount of time. And when you have 
students in class that are working and have families, and are coming to class for four 
hours, I am very well aware of their attention. So I try to change gears frequently.” 
Translating that to an online course is more difficult due to the asynchronous nature of 
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the course. (DM indicates there are no synchronous activities in her online courses, even 
presentations are taped and posted online.)  
 DM solicits student opinion on her educational techniques at the end of each 
course. For her face-to-face courses, the students indicate an appreciation for the various 
activities and note that the session seems to go much quicker. The online students are less 
appreciative (perhaps due to the asynchronous learning environment). DM notes that her 
courses are somewhat different at the baccalaureate level because the courses rely less on 
tests and more on papers and projects. She believes that in a test-heavy environment, 
students are more interested in learning the concepts related to the test questions, rather 
than learning how to learn. 
 DM notes that the RN-to-BSN program draws a class of mixed ages—from new 
graduate nurses who may only be 20 years old, to veteran nurses with 20 or more years of 
experience who are returning to obtain an advanced degree. This creates some problems 
for the instructor regarding technology, since she may need to assist students who do not 
regularly use e-mail or other computer programs. Conversely, some students may be so 
technologically savvy that she feels compelled to provide them with activities on an 
electronic device. In a physical assessment course, she encourages those students to find 
online examples of heart and lung sounds before practicing on other students. 
 While she believes technology is important, she notes that it can be overused. An 
instructor must balance the class objectives with the need for technology—not simply use 
technology because you can. SM believes that technology is useful for addressing 
multiple learning styles, especially auditory and visual learners.  
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 DM understands the need for service to the college, and serves on the policy and 
library committees, as well as program-specific committees. “It is important to me to 
contribute to the college, and that is a way I can contribute to the college, by some of that 
kind of work.  It just helps me feel better because that is a part of what you do, you 
contribute to the good of the college.” She performs professional development and 
community service, as well as advising duties for more than 70 students. DM finds 
advising students a burden because it includes the administrative minutiae of registering 
them for courses.  
DM believes it is the faculty member’s role to prevent student attrition, and feels 
pressure from the administration to keep enrollment as high as possible. “And I think part 
of that responsibility we feel is to not lose students. Because we are currently being 
talked to a lot about numbers. I would really just like to just... tell me what I have to 
teach, and I will go to class and I will teach it, and not worry about how many people 
come into the program. But there is a great deal of concern passed on to all of us about 
the number of people that come in. I don’t think that that should be a faculty 
responsibility, but I feel like it is a faculty responsibility, and I don’t like that 
responsibility.” 
Participant 2—AT Table 4.2 identifies AT’s sample quotes related to the codes. 
Table 4.2 
AT’s Quotes Related to Codes 
Codes Quotes 
Definition of student-centered learning “Student-centered learning is giving the 
students an opportunity to be involved in 
their own learning process. In other 
words, instead of me just standing up and 
talking to them and telling them this is 
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how things work, giving them opportunity 
to feel it out, learn it, process it.” 
Creating activities “Probably 6 or 7 years ago, I had started 
changing how I was doing things and 
pulling more things in. I guess it has been 
almost 10 years ago, I went to a seminar 
on case-study based education and started 
pulling some case studies in, having 
students work in groups on case studies, 
rather than me lecturing about a particular 
topic.” 
Lab activities as student-centered learning “I think because I have always been 
involved in science, I always have a lab 
component to that, and that is student 
learning to me, because it is allowing 
them to kind of direct their own studies, in 
a way.” 
Developing teaching style “So I think the longer that I teach, the 
better I get, because the more things I 
want to add, more different activities that I 
have. I have ping pong balls, and yarn, 
and all kinds of things that I do just to try 
to throw different activities out there.” 
Perfect staff development “I would like to see a professional 
development session where they show you 
a technique by doing the technique. I can’t 
tell you how many professional 
development sessions I have sat in on 
where they talked to you about; don’t 
stand up and be the sage on the stage 
while they are the sage on the stage telling 
you not to be the sage on the stage. Show 
me how to put this into action, give me the 
content in the method that you are trying 
to have me teach. We don’t do that; we 
just don’t do that.” 
Faculty role perception “To be a faculty member means, first off, 
being a facilitator in my classroom. So, I 
feel like I am facilitating information 
about anatomy and physiology. I am also 
facilitating information about how to be a 
good student, I think that is part of my 
responsibility.” 
Collaboration with other faculty “Because the whole A and P faculty are 
really good at; here is my newest thing, 
try it out. And what comes back to me 
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after they have tried it out, looks 
sometimes exactly like what I did and 
sometimes it looks really different 
because they looked at it and said this is 
not going to work and they tweak it like 
crazy. So it is really cool to kind of see 
things come full circle, and oh I like that 
idea better, or I like that idea as well as 
mine and perhaps in a different group this 
might work better than this one. So it 
gives me some alternatives to use, 
depending on what kind of class I have.” 
Perception of other faculty to student-
centered learning 
“Initially, I think some of them thought I 
was a little crazy. Because it is really hard 
to balance out content with activities. 
There is so much stuff. How do I get 
through all of that stuff? You sacrifice 
telling them everything. I don’t think that 
you necessarily sacrifice their learning.  I 
don’t know that they learn any more by 
me just telling them that. I think they are 
actually holding on and retaining things 
more by doing things.” 
 
AT’s Narrative. The second participant, AT, is a member of the division of 
general education who teaches Anatomy and Physiology (A and P). The researcher held 
two interviews with AT, each approximately an hour in length. AT felt very comfortable 
discussing her views on student-centered teaching during the interviews. AT has been an 
educator for 19 years, 12 of them at her current institution. Her first seven years of 
employment were in secondary education before moving to higher education. 
AT indicated that she has been using student-centered techniques for all 19 years 
of teaching. Since she is a science instructor, her courses include lab time, which she 
believes to be an inherently hands-on environment. However, only in the last six or seven 
years has she incorporated student-centered education within her lectures as well. Her 
effort pre-dates the institution’s push for a change to student-centered teaching. When 
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asked how her colleagues appreciated her change in style, she said: “Initially, I think 
some of them thought I was a little crazy. Because it is really hard to balance out content 
with activities. There is so much stuff. How do I get through all of that stuff? You 
sacrifice telling them everything. I don’t think that you necessarily sacrifice their 
learning.  I don’t know that they learn any more by me just telling them that. I think they 
are actually holding on and retaining things more by doing things.” 
AT’s background is somewhat different from much of the faculty because her first 
master’s degree was in education. “I had problem-based learning 23 years ago, when I 
had it in my master’s degree. They called it something else, jigsaw learning, all these 
different ones. So I had a lot of the initial ideas.” Still, AT indicates that she began her 
teaching career by providing information in the same way she was instructed. “So it was 
note taking, it was pure lecture based, pure note taking. Any questions that were thrown 
at the crowd were really rhetorical at best. He was not looking necessarily for an answer. 
There was limited, if any, discussion in that particular class. Now, that was huge, I was in 
a lecture of over 100 students. It definitely did not lend itself easily to strategies. It was in 
an auditorium with stadium seating and all that, so it just was not easy for group work, or 
any of those types of things. And I think they thought, ‘Oh, we will just do that kind of 
stuff in lab and kind of let it go at that.’” 
After becoming a mother, she realized that her own children learned in quite 
different ways, and began incorporating variety into her lectures. “I am not somebody 
who learns by feeling things or moving around, that is not my forte. But my younger 
daughter, that is very much how she learns; if she can touch it, if she can manipulate it, 
she has got it. And so I started to try and figure out ways, how can I incorporate that into 
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it, because I have those kinds of students.” She sees her role as that of facilitator: “to be a 
faculty member means, first off, being a facilitator in my classroom. So, I feel like I am 
facilitating information about anatomy and physiology. I am also facilitating information 
about how to be a good student, I think that is part of my responsibility.” 
AT’s discussion of multiple learning styles within the classroom led to an 
interesting conclusion on her part—she believes there are some students who are actually 
better when the instructor uses a lecture-centric method of education. So when asked how 
she adjusts her student-centered style to those students she noted: “Typically they are the 
ones who get it quicker. And so I try to get them engaged to be the leaders because one of 
the things that I stress is that if you teach it, you will learn it better. I know A and P really 
well now because I have taught it so many times. So if you got what I just said when I 
ask you to do this review, or when I ask you to push out on this subject area, or whatever, 
then you become kind of that leader, and you ask the questions and you try to draw that 
information out. Don’t tell them, but try to pull that out and then if they need clarification 
you can help clarify. Because you are going to find out really quickly where your gaps in 
education are if you are trying to explain it to somebody else. So I try to pull them out 
that way. Not always successful in that, that is probably my most frustrating piece.” 
Student pushback on a new educational method is something AT has learned to 
deal with. She stated: “I think there are some times where they are trying to figure out 
why I am not teaching it. They want to know the answers; they do not want to search for 
the answers. So that is probably the biggest push back…. They don’t like having these 
worksheets that they fill out, or having this activity that they do that I refuse to give them 
the answer. And there are times when I tell them, it’s not a right or wrong answer, it is 
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process, I want to see—can you process this information.  I am looking more, yeah you 
will get points off, but it won’t be points off for not having the right answer, but for not 
being able to explain the answer that you have. That is what I am more interested in.” 
Some other challenges that AT faces in student-centered teaching are arranging 
students into appropriate groups, and configuring the classroom furniture to 
accommodate group work. “If you have 48, you have 12 groups of four, always groups of 
four, and then sometimes you will split the groups of four into pairs if you want them to 
do something a little smaller. If you get any bigger than that, you always have outliers 
that do not do anything. If you get any smaller than that, you have a strong personality 
that dominates over a weak personality sometimes and then that weak personality never 
has a chance to say anything. Whereas if you have a group of four, typically there is a 
couple of people that will help, that strong personality, we can work with that, that kind 
of thing. And so that is why I go with groups of four. The most encumbering thing is 
classroom arrangement, trying to figure out a way to get them quickly into their groups of 
four so that they can do things. So that is probably my most frustrating things. But 12 
groups of four work really well. You can circulate through those as they are working on 
things. I try to go to a group, ask a question or two and see if they are on the right track 
and move to the next one. If I find that I have been to three or four groups that have the 
same exact question, I will call everybody’s attention, address that right away, and then 
move back into those and take a look and see what is going on.” 
Large classes are not AT’s preference, as she feels they do not provide an even 
field—some students will get lost: “I think if the class would be smaller, my style would 
be different. I think it definitely affects how I attack learner centered. Because if it would 
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be smaller, I would love to do more a more seminar based, where it is much more give 
and take, much more question and answer than what it can be in a size of 50. You lose 
people, because people will tune out if one person talks too much, and to try to keep 
everyone engaged in a larger group is hard. So you tend to break them down into smaller 
sections and work with groups here and there and then wander through and help them 
that way rather than everybody sitting around the table and talking. I would love to be 
able to try that, have a class that is small enough sometime to try like a seminar style 
method, but it is not there. The classroom arrangement gets a little tricky. Like it has 
taken me a while to figure out what works best. I would love to be able to have them 
looking at each other and be able to talk when I want them to do group work.” 
AT participates in faculty development sessions provided by her institution. 
However, she finds irony in the presentation style for the sessions, which are decidedly 
not student-centered. “I would like to see a professional development session where they 
show you a technique by doing the technique. I can’t tell you how many professional 
development sessions I have sat in on where they talked to you about ‘don’t stand up and 
be the sage on the stage’ while they are the sage on the stage telling you not to be the 
sage on the stage. Show me how to put this into action, give me the content in the method 
that you are trying to have me teach. We don’t do that; we just don’t do that.” 
AT feels faculty members must share ideas with each other—a frequent comment 
from study participants. When discussing the role of a faculty member, AT noted: “I also 
think that being a faculty member means being willing to share your experience with 
others. So helping mentor new faculty as they are coming on, helping with even cross 
subject areas, and divisions, and everything else, I think we can learn from each other, 
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and I think that is part of it.” When discussing adjusting material to different learning 
styles she said: “Because the whole A&P faculty are really good at; ‘here is my newest 
thing, try it out’. And what comes back to me after they have tried it out, looks sometimes 
exactly like what I did and sometimes it looks really different because they looked at it 
and said this is not going to work and they tweak it like crazy. So it is really cool to kind 
of see things come full circle, and oh I like that idea better, or I like that idea as well as 
mine and perhaps in a different group this might work better than this one. So it gives me 
some alternatives to use, depending on what kind of class I have.” 
Perhaps some of these feelings can be attributed to her need to synthesize 
information. When discussing her course development, she said: “I am a scavenger. I am 
one that I will get online and spend an hour looking at how everyone else does it, and I 
will pull a little bit of this and a little bit of that and kind make my own thing. I am not 
very creative on coming up with my own idea originally, but I am really good at pulling 
everybody’s ideas together and getting it down to something that I think is a better 
product in the end.” 
AT, in contrast to DM, indicated that having tests within a course can still provide 
an opportunity for student-centered teaching. AT described one of the first exams a 
student takes in her course, where in a particular section, the student can choose which 
question to answer. This provides an opportunity to display content knowledge in an area 
of comfort, and therefore helps the student’s self-esteem as well. 
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Participant 3—KZ Table 4.3 identifies KZ’s sample quotes related to the codes. 
Table 4.3 
KZ’s Quotes Related to Codes 
Codes Quotes 
Characteristics of good instructors “Before [student-centered learning] I 
would prepare everything and not think 
about the creativity of it because I would 
just stand up there and have PowerPoint 
slides and spew all the information out. 
Now, I think it is a little bit more prep 
work, because I have to think of ways to 
get the students more involved. I think the 
prep work has increased, and thinking 
about how can I do this so that it is more 
student-centered versus faculty led.” 
Unprepared students “I do expect them to come prepared, not 
that they always come prepared, but that 
is always my expectation. Because it is 
very hard to have any student-centered 
learning when the students come to class 
and they are unprepared and they do not 
know anything about the topic. That is 
probably my most frustrating part about 
student-centered learning is when the 
students have no knowledge and then you 
have this discussion that cannot go 
anywhere because they cannot 
participate.” 
 
“If they would just read. I could do so 
many things if they would just come to 
class having read. But when I try to do 
something, and this is my biggest struggle 
in class, and they know nothing about it, it 
is a complete flop. So if there were some 
way that I could have them have a little 
bit of baseline knowledge so that we 
could do something fun in class, and 
where we can apply it.” 
Perceived student concerns “They hated it, they wanted everything 
spoon fed to them, they did not want to 
have to participate in a simulation in 
class.” 
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I have to change my thinking “I just felt that I was ahead of my time.” 
Description of class expectations “When they go to clinical they read, they 
prepare, they know their patients, you can 
have a nice conversation with them about 
the interactions. But in class, they want to 
sit there, take everything in, and I learned 
that you have to tell them what your 
expectations are. And so in the BSN 
program it is nice because you have one 
group of students, and you tell them in 
week one your expectations, and 
hopefully they understand that even 
though week two they did not follow 
through. But hopefully you just keep 
pounding away, and saying - this is what I 
expect, this is what I expect.  If you want 
to have an interactive class, you have to 
come prepared. You cannot have a 
discussion if you have no idea what I am 
talking about.” 
Challenge of large class “The other thing is that it is hard to have 
interactive activities with big classrooms. 
So sometimes, you know, you have 20 
students in a class, and think I couldn’t do 
that with 100-and some.” 
Time constraints “Time, I always run out of time. I think it 
is going to take me so much time, and 
then I run out of time. And I do not want 
to rush through things.” 
Negatives use of technology “I guess I am a little disappointed with the 
online environment. It is hard to get to 
know your students very much, unless 
they call you on the phone. Boy, when 
somebody calls me on the phone I am so 
excited. I love talking to people.” 
Faculty role perception “I wish I could say that I do a lot of 
teaching, but it seems like I get involved 
in a lot of other things, and then my 
teaching is such a small part.” 
 
“But my role includes a lot of other 
things. A huge, huge, huge role is 
advising. I have over 70 advisees, folders 
out the wazoo, following up with them at 
least once every semester.” 
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KZ’s Narrative. The third participant is KZ who, like DM, is an instructor in the 
RN-to-BSN program. KZ has been employed as an educator for 19 years, all with her 
current employer. She teaches both face-to-face and online, and her courses tend to enroll 
15-20 students per section. Her face-to-face sections occur either in the morning (from 9 
a.m. to 1 p.m.) or evening (from 5 p.m. to 9 p.m.), although the evening classes have 
almost entirely transitioned to online courses due to declining enrollment. 
Her use of student-centered techniques began approximately five and a half years 
ago, when she was looking for a topic for her doctoral dissertation. She recalls: “I was 
interested in simulation, and I said to one of my students that I did not know what I 
wanted to do as far as my dissertation, and she gave me a great idea. She said, ‘I love 
clinical, but you know what, class is kind of boring.’ So I thought why don’t I take 
clinical to class? So, my idea was, let’s take an interactive thing like simulation and bring 
it into the classroom, and let’s do a simulation in the classroom.”  
KZ described her first experiment as “an epic fail,” and dreaded having to repeat 
the activity. (Her dissertation was a cross-over study where the pilot group for the initial 
experiment would become the control group, and her control group would become the 
experimental group.) Before the second experimental session, she surveyed the students 
to ascertain whether they were preparing for class by reading the assigned textbook 
material.  Their responses indicated that only two of 50 students had read the material. 
She realized: “Well, no wonder they hate the class. First of all, nobody else was doing 
that. Everyone else was lecturing. So I came in here with this innovative idea, I was 
going to do this great activity in class, nobody else was doing it in the entire nursing 
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class. So I did not give them enough information as to what my expectations were, 
because I just assumed that they read, which was wrong.”  
KZ reflected on whether setting expectations at the beginning of the semester 
would have improved her outcomes: “What if that would be my own class, and that 
would be the culture from the beginning, and these are the expectations from the 
beginning? I think it would have been different. But because it was already halfway 
through the semester, it was too late. I am not going to get them to read when nobody else 
made them read.” 
 Five years later, she still finds that students are not prepared to attend class. “If 
they would just read. I could do so many things if they would just come to class having 
read. But when I try to do something, and this is my biggest struggle in class, and they 
know nothing about it, it is a complete flop. So if there were some way that I could have 
them have a little bit of baseline knowledge so that we could do something fun in class, 
and where we can apply it.” 
Undaunted by her outcomes, KZ maintains the student-centered teaching is the 
right route. “I just kept saying that I think this is the way it needs to be. And at that point 
though, then you started hearing other faculty talking about student-centered learning. 
And I think as more faculty go back to school and they learn these new strategies, and the 
philosophical or the paradigm shift going from teacher-centered to learner-centered, that 
helps the faculty elevate itself.”  
KZ teaches a course in the BSN program called “Teaching and Learning,” and she 
has begun teaching her students about student-centered techniques: “In my teaching and 
learning class, I started this – where they have to do their own presentations, because I 
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think that is part of teaching and learning, you have to learn to teach, and you have to be 
able to do it. And I tell them, you can only do so much lecture. I want you to do 
something interactive, something fun. They all do their presentations and then at the end I 
am like – okay, so what did you guys learn? And invariably, they all say – ‘Oh I learned 
about this during this activity or whatever.’ The best part was when they did their skit, 
and it really reinforced the concepts. I said okay – did you hear what you just said? You 
never ever said that you remembered anything that the students talked about. The only 
thing you mentioned was all the interactive activities.”  
KZ says that it is important for students to see value in the activities: “They like 
those little interactive things, as long as they are meaningful. I think if you do something 
that they feel is a waste of time, or some fluffy thing, I try to always do an activity that 
relates to the reading, and relates to the practice. Because if it is not going to relate to the 
practice, they think well why am I doing this?” 
She also feels student-centered instruction is important for improved student 
outcomes: “We are missing the point where these students get to a higher level [of] 
thinking. We are just giving them all knowledge in lecture format, and then they don’t 
know how to apply that to clinical. They don’t know how to think.  That is where I think 
the underlying problem is, sometimes it is their accountability. And they still want to be 
getting the content and lecture too, and what’s on the test.” The ultimate test for nursing 
students is the National Council Licensure Examination (NCLEX), and KZ thinks 
sometimes faculty get caught up in teaching to the test: “On a pre-licensure level, they 
still have to get ready for the big test and that is such a big outcome thing.” KZ notes they 
need critical-thinking skills as well: “Teaching them to learn is necessary, but I would 
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hate to teach someone to learn and then they can’t go out and apply what they have 
learned to a job…. Because we are doing them a disservice if we don’t teach them to 
learn, and to think, and to apply it. They have to get to the work part too.” 
She talked to her peers when the institution first endorsed student-centered 
techniques. Unlike many, she appreciated the institution’s stance, noting: “I did not feel 
like I was alone on an island, I felt like everybody else was getting on the island. But I 
did feel like I was [alone] early on that adventure.” 
KZ’s early forays into student-centered teaching were in the associate degree 
nursing program (ASN). She has since transitioned to the RN-to-BSN program, in which 
she feels more confident trying new activities. Because the ASN program had courses 
with five or seven credits of theory, multiple instructors, and enrollments of up to 100 
students, she found it difficult to incorporate learner-centered strategies. She noted: “I 
think it takes a while to get everybody else on board, because you might have somebody 
who is resistant, and you don’t have to worry about that when you teach your own course. 
But teaching a 7-credit or a 5-credit nursing course, I would never want to [be the only 
instructor] because I do not know all the knowledge for that.” 
KZ is like AT in that they both arrange small group discussions within the 
classroom, and then walk around and listen to the groups. KZ stated: “Well, when you are 
in a smaller classroom, I can kind of hear, and I can go from here to here, and a couple of 
steps I’m over here making sure you are on the right track.” When asked if her groupings 
of three or four could be used in a class of 75-100 students, she said: “By the time you 
got around to 20 different groups, it just takes too much time and I know that is why 
people do not want to do student-centered learning because it does take time. So, if I only 
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have to go to four different groups to hear what they are doing, I can say okay we are 
done. But if not, if you can’t get around to all those groups, then you don’t know what 
they are doing. And you want to make sure that they are all on the right track.” 
Unlike AT, however, KZ feels that the faculty development programs offered by 
the institution are helpful. “We had that great faculty development speaker—I got a lot of 
ideas off of her. She came twice from West Chester, she was an educator for a long time, 
not a nurse, but wow, she gave me a lot of ideas; the fish bowl activity I do, the clock 
partners, things I still do, so that was huge. Talking to other faculty. We had that one 
showcase faculty development where [our] faculty came in and kind of showcased what 
they were doing, I got some ideas from there. So I think that is very important, is to give 
the faculty the tools to be able to do it. The clickers, I got that idea from one of my 
faculty development days, when [I saw that], I was like – oh that’s great. So I 
incorporated clicker questions, [students] love those clicker questions. It keeps them 
awake, it keeps them on their feet. I can tell who did their readings and who didn’t.” KZ 
also appreciates that the faculty development sessions are given face-to-face: “Because 
we could ask questions. And it was funny, because here I am – I got my PhD online, I 
teach online, but I still like that interaction.” 
KZ would like to improve her instruction in a few ways. Like AT, she borrows 
and modifies the ideas of others, but does not feel competent generating original 
concepts. Also, time management in the classroom can be problematic: “Time, I always 
run out of time. I think it is going to take me so much time, and then I run out of time. 
And I do not want to rush through things.” Additionally, she struggles to incorporate 
student-centered techniques into the online environment. “I guess I am a little 
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disappointed with the online environment. It is hard to get to know your students very 
much, unless they call you on the phone. Boy, when somebody calls me on the phone I 
am so excited. I love talking to people.” In a separate session, KZ again talked about the 
difficulties of online student-centered practice: “And that is where now I am struggling 
with okay, well I will have them read this, and discuss this, and I post videos, I make 
videos, but now I just feel like I miss the classroom. There is not a lot of creativity online. 
A lot of it comes back to finding things for them to do that help them make the outcome 
but they don’t get to play games. Sometimes they like that little competitiveness.” 
She feels that time management is a universal struggle for faculty as they 
transition to student-centered environments: “I think that there is still the mindset that I 
have all this content that I need to get across and the best way and the fastest way for me 
to do it is lecture. And it takes creativity and time to redo your thought process of how 
you are going to get that content.” 
KZ looks at her role as having multiple functions. Her largest assignment outside 
of the classroom is student-advising, where she meets with over 70 students each 
semester. She functions as a lead faculty in the RN-to-BSN program, orienting adjunct 
faculty and preparing the courses they teach. She notes: “I am in charge of creating them, 
maintaining them…Whenever there is an adjunct who teaches the course… I have to 
course copy it, get the whole course ready so that it is up and ready to go for them. The 
only thing they really have to do is change the syllabus name and if they want to create a 
getting started video, which they don’t know really how to do, they are learning. So that 
is a huge part of what I do, making sure I am orienting all the adjuncts who teach those 
courses.” The course materials include her previously generated content, some of which 
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is student-centered. “I send them all of my PowerPoint slides, so they can see when I 
have an activity or a case study, so they get all my stuff. I don’t go in there and say you 
must use this, but I give them an idea. If you want to use this activity to reinforce this 
concept, you can. Or you can do it yourself. You probably should make it your own, but I 
always feel like I have done so much work with all these slides and putting these 
questions in here.” 
She serves on numerous committees, both inside and outside the college. Because 
the education institution is near the hospital where the majority of her students have 
clinical assignments, KZ feels a professional responsibility to assist nurses in that 
hospital who are performing research.  
KZ is frustrated by the responsibility to ensure student-retention through the 
curriculum, which requires a lot of her attention. “I think when you are in a program, you 
feel responsible for the outcome of the program, versus me just stepping in. Nothing 
against Gen-Ed [the general education division instructors], but they step in, they teach a 
course and they do not have to worry about [retention]. They do but they don’t, they 
don’t have to worry about the satisfaction of the students in the program.” 
Participant 4—PC Table 4.4 identifies PC’s sample quotes related to the codes. 
Table 4.4 
PC’s Quotes Related to Codes 
Codes Quotes 
Definition of education “Education is not secure; knowledge is 
not to give you something you keep in a 
box. Knowledge is like the universe, to 
keep expanding. And you never know 
where it is going to end up. And to me, 
that is the cool thing about it. But I can 
see also, that some people are frightened 
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by that, and say ‘No, I don’t know where I 
am going.’ But to me, that is immaterial, 
you are going. You can just resist it, or 
you can jump on and enjoy it.” 
 
“To me, everything at some point, no 
matter what your practice is, always ends 
in philosophy. And until you have the 
maturity to see that, you are just going to 
be moseying along. But once you 
understand what the philosophical aspect 
of it, then your practice changes, but until 
then, you are just practicing. But it is the 
“ah, ha” moment. Suddenly you say yes-
this is who I am, this is why I have to do it 
this way from now on, regardless of what 
anybody says, this is me and that is the 
way I am doing it.” 
Learning a profession vs. learning to learn “We are not teaching for a career; we are 
teaching for life. But, unfortunately, to 
me, it seems that the attitude commonly is 
we are teaching for a career, and anything 
beyond that, we don’t have time for or we 
don’t see the point in doing it, or our 
students have too much to do just in their 
prescribed curriculum, so we can’t get 
into it.” 
Characteristics of good instructors “Instructors need a broad vision, because 
your vision, to me, determines your 
practice. Your philosophy of teaching, 
your philosophy of looking at life, that 
determines your practice.” 
Negatives use of technology “So, I do not sort of speak their language, 
I speak their grandparent’s language. And 
I know that when I try to get, like those 
little telephones they use (cell phones), 
when I try to talk about those things, I 
often screw it up because I do not have 
one. I just have a basic idea how they use 
it. And they find that sort of entertaining. 
And so to a degree, I am sort of plain. But 
I won’t get that little telephone just to 
teach, because they all know how to use 
it. It is all to me ancillary stuff. It is not 
essential stuff. And so I change it if I 
can.” 
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Positives use of technology “It was much more convenient.  Because I 
have stuff where they put all their 
assignments on the computer, and to me, 
it is sort of an advantage, because it 
eliminates paper. Because when I first 
started here, they used to type all this stuff 
and I used to throw away this much paper.  
And it is so much easier on the computer. 
I tell them, some people write out what 
they do long hand and then they type it in 
the computer, and I encourage them to go 
right over to the computer, because it 
saves them so much time. And it is a skill 
they are going to need.” 
Developing a teaching style “I have been teaching speech for 40 years, 
that essentially has not changed. I have 
been writing and teaching writing for the 
same amount of time, essentially that has 
not changed. They are both the same 
approach, in that you only learn to do it by 
doing it. But you have to have the toolbox 
full of techniques to use to approach 
different audiences. So we practice the 
essentials and we look at different 
techniques to do it. The way I 
communicate those techniques changes, 
but the techniques themselves and the 
essential approach to actually doing it, the 
hands-on things have never changed.” 
 
PC’s Narrative. The fourth participant is PC, an older gentleman who teaches 
English Composition, plus a variety of other courses in the general education division. 
PC has been teaching for 30 years, but only at this institution for the last ten years. PC 
indicates that he has been using student-centered techniques his entire career.  
PC has a philosophical view of education, as evidenced by this quote from our 
initial interview: “Education is not secure; knowledge is not to give you something you 
keep in a box. Knowledge is like the universe, to keep expanding. And you never know 
where it is going to end up. And to me, that is the cool thing about it. But I can see also, 
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that some people are frightened by that, and say ‘No, I don’t know where I am going.’ 
But to me, that is immaterial, you are going. You can just resist it, or you can jump on 
and enjoy it.” Later he added another thought on the topic: “To me, everything at some 
point, no matter what your practice is, always ends in philosophy. And until you have the 
maturity to see that, you are just going to be moseying along. But once you understand 
what the philosophical aspect of it [is], then your practice changes, but until then, you are 
just practicing. But it is the “ah, ha” moment. Suddenly you say yes-this is who I am, this 
is why I have to do it this way from now on, regardless of what anybody says, this is me 
and that is the way I am doing it.” 
PC’s assertion that he has used student-centered teaching for thirty years was 
surprising, and it seemed important to understand his pathway to his teaching style. He 
stated: “I honestly do not think very many people know what learning-centered means. 
The stuff I do has been going on for 500 years, that is the way education was in the 
Middle Ages. Now everybody is going to think I am a Neanderthal, and maybe I am, but 
I don’t see that what we are doing now produces educated people. They may be 
technically competent, but I don’t know that that equates to being educated.” When asked 
to compare his methodology with what some of the other study participants do, he said: 
“I think any activity can be 10,000% learner-centered. It just depends how you do it, how 
you approach it and how the students approach it. But I do not think that doing activities 
makes anything learner-centered.”  
PC does not believe in grades, though he gives them because it is part of his job. 
He notes: “But to me, what is important is the skill. The skill means everything. The 
marks are essentially throw-a-ways for scholarships, for grade point averages, who cares. 
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Do you remember the last time somebody asked you for your grade point average? I have 
a couple of rubrics that I have on the machine that say if you do this, you will get an A, if 
you do this you will get a B, and they are in line with the college’s things. It is essentially 
a competency-based thing, the more competent you are, then the higher mark you get.” 
PC talked a bit about the ideal role of a faculty member, stating: “I am essentially 
a class assistant. And that kind of education, learner-centered education has been going 
on since the Middle Ages, and it stopped when people stopped looking for guidance in 
education and went for authority. Because then you started to become the authoritative 
figure. And to me, it is unfortunate that we ever looked at educators as authority. They 
should be the ones who stimulate us to think. But what we think is up to us. To me, a 
teacher should never say ‘You should not think that.’ The instructor should always say 
‘Explain to me why you think that.’” In a later interview, the researcher asked PC to 
speak more about the “Middle Ages” reference. He stated: “I was thinking specifically of 
the Jesuit order of Catholic priests. One Jesuit would be assigned a class, and that class 
would stay with that one instructor until he said – you know everything I can teach you, 
and then they would go to somebody else. To me that is learner-centered, and that is what 
I think we should do.” 
PC acknowledged that his beliefs do not fit into a modern academic calendar. 
“The only thing that matters is understanding. Because really, what difference does it 
make if you get something in one semester or not. It is just artificial to keep the system 
rolling. But I don’t know what a better solution is either.” When asked if he believed in a 
competency-based education system, PC replied: “See, it is not only competency, it is 
maturity as well. There is no way that anybody can master a subject in one lifetime. So to 
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me, when you are finished with a class, that means you have understood basic principles, 
and once you get those, it is essentially a matter of practice.” 
Because of his unique views, PC does not see the value in the institution’s 
professional-development activities in student-centered teaching. “[I don’t attend them] if 
I can help it. For the same reason that I don’t think I would be good taking education 
courses. I try to take as many specialized courses in my disciplines as I can. I do that all 
the time, whether I get paid for it or not, whether it counts for whatever.” His 
independence does not preclude the sharing of ideas with colleagues. “I would prefer to 
do things on my own, or otherwise just talk with other faculty members about philosophy 
of education, to see what insights they have that I can steal.” 
PC feels pushed by administrators to incorporate more technology into his 
courses.  He notes that he did not grow up with digital technology, and feels less 
comfortable around it than his students. He stated: “So, I do not sort of speak their 
language, I speak their grandparent’s language. And I know that when I try to get, like 
those little telephones they use, when I try to talk about those things, I often screw it up 
because I do not have one. I just have a basic idea how they use it. And they find that sort 
of entertaining. And so to a degree, I am sort of plain. But I won’t get that little telephone 
just to teach, because they all know how to use it. It is all to me ancillary stuff. It is not 
essential stuff. And so I change it if I can.” PC noted that there are “low-tech” 
alternatives for every task. “To me, the computer is just a pen, just a vehicle you use. It 
does not materially change education; it is just a delivery system.” 
PC acknowledged that his English Composition students do spend class time in 
the college’s computer lab. “It was much more convenient.  Because I have stuff where 
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they put all their assignments on the computer, and to me, it is sort of an advantage, 
because it eliminates paper. Because when I first started here, they used to type all this 
stuff and I used to throw away this much paper [holds hands about 6 inches apart].  And 
it is so much easier on the computer. I tell them, some people write out what they do long 
hand and then they type it in the computer, and I encourage them to go right over to the 
computer, because it saves them so much time. And it is a skill they are going to need.” 
PC feels strongly that computers cannot substitute for instructors. He notes: “I 
have been teaching speech for 40 years that essentially has not changed. I have been 
writing and teaching writing for the same amount of time. Essentially that has not 
changed. They are both the same approach, in that you only learn to do it by doing it. But 
you have to have the toolbox full of techniques to use to approach different audiences. So 
we practice the essentials and we look at different techniques to do it. The way I 
communicate those techniques changes, but the techniques themselves and the essential 
approach to actually doing it, the hands-on things have never changed.” 
His belief in preparing students for life, versus merely educating them for a 
profession, supports KZ’s view of the general education faculty. KZ believes general 
education instructors downplay the importance of programmatic studies. PC notes: “We 
are not teaching for a career; we are teaching for life. But, unfortunately, to me, it seems 
that the attitude commonly is we are teaching for a career, and anything beyond that, we 
don’t have time for or we don’t see the point in doing it, or our students have too much to 
do just in their prescribed curriculum, so we can’t get into it.”  
PC is aware of the discrepancy in faculty attitudes and feels it can be problematic, 
as students struggle to fulfill the requirements of both types of instructors. He stated: 
74 
 
“One of the first things you have to decide in writing is to who you are speaking, because 
that determines the way you do it. But that is beyond the pale of some instructors’ 
thinking, because they don’t know that themselves. They don’t make that distinction. 
They probably had it at some point, but now they are so focused on their application of 
whatever it is that they are teaching, that they don’t see that. They do not see the broader 
piece, and we live in a broad world.” To PC, a good instructor is one who has: “… a 
broad vision, because your vision, to me, determines your practice. Your philosophy of 
teaching, your philosophy of looking at life, that determines your practice.” 
Participant 5—JC Table 4.5 identifies JC’s sample quotes related to the codes. 
Table 4.5 
JC’s Quotes Related to Codes 
Codes Quotes 
Definition of student-centered learning “I think of what it is not, as a stage in a 
stage kind of thing, where you are talking 
and they are listening and they are using 
very few skills other than their ears and 
eyes. It is mostly not speaking, it is mostly 
not psychomotor, it is mostly not 
collaborative. It is a one-way transmission 
of, as they say, open the head and pour in 
the information. That does not work well 
with anybody in my mind. To fully 
engage a learner, I think, as many possible 
ways to get to brain tissue is the best. So 
my definition would be a learning mode 
[or modes] that would involve many 
forms of taking in knowledge. it revolves 
around the learner, not necessarily around 
the person teaching it. So there are a 
number of different tasks and things. I 
think my whole laboratory situation is 
student-centered. And I just started 
teaching on line this semester and that is 
entirely student-centered.” 
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Characteristics of good instructors “My world was set on fire, to use a 
metaphor, by my plant systematics 
teacher. I think it was a perfect storm of 
me being mature at 19 or 20, and realizing 
that I had something to do beyond college, 
and that maybe it was a situational 
thing… I became excited, I was always 
excited about life in general as it applied 
to biology. And although learning was a 
very heady thing, I think he set a very 
high standard for me, I admired him, and I 
think I used prior teachers as examples of 
how to do it.” 
 
“I think I have to have interpersonal skills. 
I think I have to have sensitivity. I think I 
have to have knowledge of differences, 
and shortcomings of people. As well as a 
pretty fundamental understanding of the 
subject matter.” 
Negative stimulation “[Ms. F] who would stand at the front of 
the room, and tilt her hips and cast her 
eyes and say ‘[JC], you are not college 
material’ and smile. She was very 
sarcastic and very curt. She had the 
knowledge - you didn’t. That was exactly 
what I did not want to be.” 
Concern about not doing it correctly “I find that what I am doing in my 
anatomy and physiology face-to-face class 
is much more of a struggle for me. I have 
to ask myself all the time ‘Am I doing 
student-centered learning?’ I have got so 
many facts, our skill sets are so low in the 
Maslow’s, that it is factual stuff, they 
have to know facts. I struggle a great deal 
with delivering student-centered learning 
with factual based lectures. It is really 
hard.” 
Challenge of a large class “It takes a lot more time during class to 
administer those activities, that is a 
logistics thing. When I do collaborative 
student-centered learning, I break my 
students into manageable groups and we 
train periodically. But I have built it 
around face to face, knee to knee, toe to 
toe kind of situation. I do not know if it is 
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harder, but I think it takes longer. And 
knowing that I have to cover, my job is to 
hit the objectives, to teach content, I can’t 
just do what I want. So I have to design 
my lessons so that it efficiently and 
effectively delivers the content. And with 
a larger number of students, it does take 
more time.” 
Preventing burnout “I have been very careful about protecting 
my personal life and having time for my 
personal life and that is what has kept me 
from being burned out. The first thing that 
I saw when I was a young teacher was 
teachers who were not happy doing what 
they were doing. They were almost angry, 
resentful. I didn’t see that there was 
happy, and happy was what I wanted to 
be. I think I learned through other teachers 
what not to be.” 
Developing teaching style “I was searching for opportunities to 
connect to learning in different ways. And 
I was also cognizant of how much time it 
took me to do a 3-hour lecture most of the 
time, in preparation for that, and what was 
I going to do. And it became, eventually 
after probably a semester of struggling 
and trying to put things in, to realize, no, 
it has to be centered, this has to be 
restructured completely. So, the learning 
opportunities have to take forefront and 
they have to follow the learning 
objectives, rather than the other way 
around, trying to plug activities into 
learning objectives that were really meant 
to be delivered by lecture. I wanted to 
find, from the objectives themselves, 
which objectives would lead themselves 
into an opportunity for student centered 
learning, not that was pulled out of a 
lecture and say – ‘Can we do a sidebar 
here?’” 
Continuing to lecture “I can’t leave the lecture completely, and I 
have learned that lecture is pretty 
important as it captures a great amount of 
information in a small amount of time.” 
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JC’s Narrative. JC is the fifth participant. He is a science instructor in the general 
education division, teaching the courses Anatomy and Physiology, and Human Biology. 
JC started teaching at the high school level in 1981. He became an adjunct for the college 
in 2006, and transitioned to a full-time position in 2011. He takes most of the evening 
sessions and teaches in the summer, because when he started as an adjunct he was 
working around the high school job. “Nobody wanted to teach summer and so that 
became my niche. Nobody wants to teach in the evening, and that became my niche, and 
still is. I do not know how much of that was negotiated. We have some faculty members 
that [have young] children, and it may not be as doable [for them]. Since my kids have 
flown from the nest, I seem to be more of a person to do that, and I have come to 
understand that that is the way it is. I do not know if I would change it.” JC has also 
begun work on a doctorate in adult education. 
Like PC, JC indicates he has been using student-centered techniques for his entire 
34-year career (including his high school courses). He qualifies that with his own 
definition of student-centered teaching. “I think of what it is not, as a sage-on-a-stage 
kind of thing, where you are talking and they are listening and they are using very few 
skills other than their ears and eyes. It is mostly not speaking, it is mostly not 
psychomotor, it is mostly not collaborative. It is a one-way transmission of, as they say, 
open the head and pour in the information. That does not work well with anybody in my 
mind. To fully engage a learner, I think, as many possible ways to get to brain tissue is 
the best. So my definition would be a learning mode that would involve many forms of 
taking in knowledge. It revolves around the learner, not necessarily around the person 
teaching it. So there are a number of different tasks and things. I think my whole 
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laboratory [section] is student-centered. And I just started teaching online this semester 
and that is entirely student-centered.” 
Since JC claimed to be using student-centered techniques for a much longer 
period than the other instructors at the college, he was asked to discuss how his teaching 
style developed. He indicated that initially it was by modeling an instructor he enjoyed 
during college: “My world was set on fire, to use a metaphor, by my plant systematics 
teacher. I think it was a perfect storm of me being mature at 19 or 20, and realizing that I 
had something to do beyond college, and that maybe it was a situational thing… I became 
excited, I was always excited about life in general as it applied to biology. And although 
learning was a very heady thing, I think he set a very high standard for me, I admired 
him, and I think I use prior teachers as examples of how to do it.” He also learned from 
instructors who did not stimulate him in college: “[Ms. F] who would stand at the front of 
the room, and tilt her hips and cast her eyes and say ‘[JC], you are not college material’ 
and smile. She was very sarcastic and very curt. She had the knowledge - you didn’t. 
That was exactly what I did not want to be.” 
JC strives to prevent burnout by maintaining a healthy work-life balance. “I have 
been very careful about protecting my personal life and having time for my personal life 
and that is what has kept me from being burned out. The first thing that I saw when I was 
a young teacher was teachers who were not happy doing what they were doing. They 
were almost angry, resentful. I didn’t see that there was happy, and happy was what I 
wanted to be. I think I learned through other teachers what not to be.” 
JC was a full-time faculty member when the college shifted to student-centered 
instruction, and he welcomed the change. “I was searching for opportunities to connect to 
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learning in different ways. And I was also cognizant of how much time it took me to do a 
3-hour lecture most of the time, in preparation for that, and what was I going to do. And 
it became, eventually after probably a semester of struggling and trying to put things in, 
to realize, no, it has to be centered, this has to be restructured completely. So, the learning 
opportunities have to take forefront and they have to follow the learning objectives, rather 
than the other way around, trying to plug activities into learning objectives that were 
really meant to be delivered by lecture. I wanted to find, from the objectives themselves, 
which objectives would lead themselves into an opportunity for student centered learning, 
not that was pulled out of a lecture and say – ‘Can we do a sidebar here?’” 
JC has a very clear idea of what sort of instructor he wants to be: “I think I have 
to have interpersonal skills. I think I have to have sensitivity. I think I have to have 
knowledge of differences, and shortcomings of people. As well as a pretty fundamental 
understanding of the subject matter.” He estimates using student-centered techniques half 
of the time during his theory sessions, and plans to increase to approximately two-thirds 
of a class session. “I can’t leave the lecture completely, and I have learned that lecture is 
pretty important as it captures a great amount of information in a small amount of time.” 
He spoke of the challenges in student-centered instruction. “I find that what I am 
doing in my anatomy and physiology face-to-face class is much more of a struggle for 
me. I have to ask myself all the time ‘Am I doing student-centered learning?’ I have got 
so many facts, our skill sets are so low in the Maslow’s [Hierarchy of Needs], that it is 
factual stuff, they have to know facts. I struggle a great deal with delivering student-
centered learning with factual based lectures. It is really hard.”  
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He finds large classes particularly challenging when trying to incorporate student-
centered techniques. Anatomy and physiology students often take lecture with one 
instructor and lab with another, which on occasion has placed as many as 60 students in 
one of JC’s lecture sections. He says: “It takes a lot more time during class to administer 
those activities—that is a logistics thing. When I do collaborative student-centered 
learning, I break my students into manageable groups and we train periodically. But I 
have built it around face-to-face, knee-to-knee, toe-to-toe kind of situations. I do not 
know if it is harder, but I think it takes longer. And knowing that I have to cover, my job 
is to hit the objectives, to teach content, I can’t just do what I want. So I have to design 
my lessons so that it efficiently and effectively delivers the content. And with a larger 
number of students, it does take more time.” 
JC finds technology an effective teaching tool in his courses, but occasionally 
encounters obstacles to using it. “Sometimes it is not worth signing out a computer lab 
because they are booked 10 months in advance. So, to ask them to have a laptop to bring 
to class, some of them don’t have them. And that could be a very difficult situation for an 
instructor to manage multiple forms of [technology]. I think it would be better to have a 
situation where they are uniformly using hard-wired computers, where you could set 
things up initially, or have a number of places for them to visit to engage in their 
learning. Not have to depend on if their cookies are on or not, or if they are using a cell 
phone instead of a laptop and they cannot even see what I want to bring to them.” 
JC believes students hold two different viewpoints toward student-centered 
teaching. Traditional students have been exposed to some of these techniques during high 
school, and therefore may be less resistant to them at the college level. Non-traditional 
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students, who make up the majority of his evening and summer courses, are not used to 
the concept and rebel a little. “If I could kind of thematically categorize [the comments], 
it would be ‘you are supposed to be doing this stuff [teaching the class].’ I think they 
want to be told what to do, or they perceive that that is what teaching is.” His response to 
this attitude is to indicate that this program is preparing them for a new career: “And I 
explain that there is going to be a lot of things that you do not like in your job but you 
still have to do them.” 
JC sees his role at the college as primarily the instruction of students. However, 
he does welcome chances to work with other faculty. “I have had opportunities to serve 
on a number of committees that not only help me get to know other people I work with 
and understand what they do, but also bring some kind of benefit to the college.” Staying 
abreast of his field (education or biology) is also important to him: “I find that by taking 
classes and being trained myself, I am on another level with the students of understanding 
what they are doing, too. And there were years where I was not learning, and it got pretty 
easy to make it one way, my way, to their learning. And I think that there are things that I 
understand by learning. So I would say professional development is another important 
aspect of being a faculty member.” 
JC, like DM, KZ and AT, would like to see more student-centered techniques 
during faculty-development programs. “The first thing I would think of is ways to get 
that done in a way that would spur their curiosity and probably get them out of their seats. 
And then, I would deliver, probably just because of logistics, I would probably have a 
slide presentation or some vehicle to deliver basic knowledge, and then I would use 
student-centered learning to drive that point in several different ways, maybe 
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collaboratively in small groups, with an activity that engages maybe their prior 
knowledge, and brings what they know to this new knowledge, and as well I would have 
something to sum that up and kind of refine the points and kind of say, towards the end 
‘what did we take away from this.’ So, something to reflect and to kind of put a little 
dome over the unit, or whatever I was delivering.” 
Unlike KZ and PC, JC believes that general education plays an important role in 
the development of a student’s profession. He participated in a research study through the 
general education division: “We showed statistically that not only the college students, 
but the faculty, value humanistic kind of education, that helps them promote that 
professionality, it helps them promote their inner communication skills and their own 
growth personally so they can feel good about what they are doing and they can see how 
that impacts the patient ultimately.” 
Participant 6—PDR Table 4.6 identifies PDR’s sample quotes related to the 
codes. 
Table 4.6 
PDR’s Quotes Related to Codes 
Codes Quotes 
SCL is another thing to do “You know, I will be honest with you, like 
so many other things I have thought and 
heard and read about, what goes around, 
comes around. Here is another thing, are 
we going to do it for a year and then drop 
it? Because I have been here long enough 
that, I can’t tell you what, but I know, and 
you know too. I probably remember 
saying to myself ‘Oh brother, okay, I will 
give it a try. How long are we going to 
stick with it? Is this really going to be 
worth my time?’” 
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Challenge of a large class “My challenge is that the classes are big, 
60 to 75. And that is challenging, because 
if you break them up into groups, they are 
chatty, very chatty. So for me, it is 
challenging to make it meaningful, and 
then I am questioning; did they get out of 
it what I had hoped they would get out of 
it or was it just time to chat.” 
Perceived student concerns “I like the group work in a classroom. 
[Students] are always worried about it 
being graded, and suppose somebody 
doesn’t contribute….” 
Multiple student learning styles “I have tried to do some things where they 
are looking at photographs, a drawing, to 
try and take advantage of the fact that 
some students are auditory, some like to 
draw, some are visual, because I really 
believe that is true. Students are primarily 
one thing or another, and so the more 
things we can use, the more students we 
can reach. And they like to do that too, 
they like to get up and move around and 
there is an artist in the group, that kind of 
thing.” 
Translating teacher expertise to student 
knowledge 
“Because I have to change my thinking. I 
know the information, how do I do 
something where they will say – oh, that 
makes sense.” 
Attendance vs. learning motivation “Sometimes it really is just being there. If 
they participate in the group worksheet, 
they each keep their own item graded. If 
they do it, I give them the points. But I am 
not collecting it, they are there. Other 
ones, I ask a question about class, that 
they answer. But honestly they are not 
hard, I say to them, these are not hard, just 
be here, just be here and you will get 
something out of it. Is it too easy? I don’t 
know, maybe.” 
Unprepared students “And then there are other students who 
did not prepare, and so they don’t know 
what to ask, because they did not really 
prepare. I try and get them engaged, but 
you can tell who is prepared, based on the 
questions that they ask you.” 
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Motivating students to learn “In some of my classes, it is the last 6 
minutes. And they want to leave, they are 
looking, looking, looking, books closed. 
And so that discourages me from using it. 
So maybe I need to place it somewhere 
else so that it is not that, ‘hurry up-we 
want to get out of here.’ But I tend to do it 
at the end. Part of the reason is because 
there are points with it. And if I do it in 
the beginning, I am going to have people 
leave at break, or people leave before 
class is over. If I do it at the end, and I 
have noticed, they stay.” 
 
“You see, part of the problem is, they find 
that we explain it all when they come, so 
they don’t really need to. I really think 
that is the big problem. And the activity, 
they find it is not necessary to do, based 
on what we are going to do in class. And 
we are going to go over it anyway. And 
we had assessment videos and we had 
asked them to watch before assessment 
lab, they are on Blackboard, and we found 
they were not doing it, and we had time to 
practice. And we went back to showing 
the video in the lab and then having them 
practice. Because otherwise, they would 
not do it, they didn’t know what to do, and 
it was frustrating. Here is lab time, you 
can sit here and talk if you want to, but 
your assessment practicum is coming up 
and next week you have to do this on your 
patient, and if you don’t take advantage of 
this time now, you are going to have to 
learn it on your own at home. And we 
ended up saying that a couple of times; 
saying ‘Hey, make good use of this time.’ 
But if they hadn’t watched the video, they 
couldn’t do it. And we went back to 
showing the video in class, and I am 
wondering if that wasn’t a mistake. Do we 
let a whole group sink, until they get it?” 
Perfect staff development “It would have me at the computer, 
actually doing what they are talking about, 
instead of watching somebody do it. I 
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have to do it, when it comes to computer 
stuff. So I get that student-centered 
learning.  I really get that. Because it is 
true of me and computers. If I am 
watching you tell me how to do it, then we 
need a hand out with the hours; push this, 
then push this, then push this. If I do it 
twice, then I have it.” 
 
PDR’s Narrative. PDR is a part-time instructor who teaches in the Associate 
Degree Nursing program. She works as a nurse practitioner on days she is not in class or 
clinical. PDR met with the researcher in three 1-hour sessions to discuss her views. She 
has been an instructor for 36 years—all at her current institution—and began using 
student-centered techniques roughly five years ago to comply with the college’s new 
conceptual model. PDR is unsure of student-centered teaching, both in its usefulness to 
students over lecture-centered techniques, and in her own ability to successfully attempt 
activities within the classroom. She is trying to incorporate student-centered techniques, 
but notes: “I will admit it is a push for me.” 
When the college announced its shift to student-centered techniques, PDR was 
dubious: “You know, I will be honest with you, like so many other things I have thought 
and heard and read about, what goes around, comes around. Here is another thing, are we 
going to do it for a year and then drop it? Because I have been here long enough that, I 
can’t tell you what, but I know, and you know too. I probably remember saying to myself 
‘Oh brother, okay, I will give it a try. How long are we going to stick with it? Is this 
really going to be worth my time?’” 
PDR can be very self-critical when discussing student-centered teaching. When 
asked to describe the percentage of time she spent in a typical class on student-centered 
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techniques, she said, “Not enough.” After some prodding, and assurances that there were 
no wrong answers, PDR admitted that she has, at most, 20 minutes of activity at the end 
of a 2-hour class (approximately 15% of time). “In some of my classes, it is the last six 
minutes. And they want to leave, they are looking, looking, looking, books closed. And 
so that discourages me from using it. So maybe I need to place it somewhere else so that 
it is not that, ‘hurry up-we want to get out of here.’ But I tend to do it at the end. Part of 
the reason is because there are points with it. And if I do it in the beginning, I am going to 
have people leave at break, or people leave before class is over. If I do it at the end, and I 
have noticed, they stay.” 
PDR recalls her teaching strategies prior to using student-centered techniques: “[It 
was] a lot of talking. We would still do four hours, it could be four hours, your content. I 
am thinking I had to perform to keep them interested. Talk about stories, real life 
experiences, scenarios, walk around. Because there seemed to be more of an exchange, 
and you could actually make eye contact with almost everybody, unless they were 
avoiding you.” 
One of her first student-centered activities involved bringing news articles to class 
and having groups of 10-11 students work on an in-class project involving the topics. 
PDR had some reservations about that project: “And maybe I should have set it up where 
they could have had access to this ahead of time. But at that time, students were not really 
used to that. They wanted the activity to be in class. They did not like the group activities 
where they had to meet outside of class. They were saying, ‘I commute. I don’t have time 
carved out for that. I needed to know about that six months ago before I set up my work 
schedule.’ So we were trying to do things in class where they did not have to set up extra 
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time.” PDR acknowledges that 10-11 students in a group was too many, but due to the 
limited number of topics it was difficult to break groups down any further.  
Like JC, PDR worries that a large-class environment permits some students to 
lounge. “My challenge is that the classes are big—60 to 75. And that is challenging, 
because if you break them up into groups, they are chatty, very chatty. So for me, it is 
challenging to make it meaningful, and then I am questioning; Did they get out of it what 
I had hoped they would get out of it, or was it just time to chat?” Having students 
unprepared for class is discouraging for PDR: “And then there are other students who did 
not prepare, and so they don’t know what to ask, because they did not really prepare. I try 
and get them engaged, but you can tell who is prepared, based on the questions that they 
ask you.” 
The Associate Degree classes are all team-taught (generally 4-5 instructors per 
course). Because of that staffing model, PDR may not teach on consecutive days, or 
weeks, depending on her subject matter expertise. Sharing the content with other 
instructors leaves a limited amount of opportunities to evaluate students in her own way. 
She tries to balance the group work with evaluative techniques, but the sheer number of 
students presents a challenge. PDR has students answer questions on 3x5 notecards, and 
hand them in at the end of each class session. Completing the activity (though not 
necessarily with the correct answer) earns each student a point for the day in the 
gradebook.  
PDR becomes frustrated with students’ perception of group activities: “I like the 
group work in a classroom. [Students] are always worried about it being graded, and 
suppose somebody doesn’t contribute….”She notes that a few points earned this way can 
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help a struggling student. “And I have learned, I save the cards, because I can’t keep 
track of 60 in one group, 75 in another group, 60 in the evening group.” (At least one 
student had e-mailed PDR hoping to obtain a point, indicating she must have completed a 
particular activity, but the student did not complete nine of the activities, and ended with 
a failing grade.) PDR doesn’t feel she is asking too much of the students: “Sometimes it 
really is just being there. If they participate in the group worksheet, they each keep their 
own item graded. If they do it, I give them the points…. Other ones, I ask a question 
about class, that they answer. But honestly they are not hard, I say to them, these are not 
hard, just be here, just be here and you will get something out of it. Is it too easy? I don’t 
know, maybe.” 
She acknowledges that some techniques do allow her to reach students with  
different learning styles: “I have tried to do some things where they are looking at 
photographs, a drawing, to try and take advantage of the fact that some students are 
auditory, some like to draw, some are visual, because I really believe that is true. 
Students are primarily one thing or another, and so the more things we can use, the more 
students we can reach. And they like to do that too, they like to get up and move around 
and there is an artist in the group, that kind of thing.” She also acknowledges that these 
techniques allow her to share her knowledge and experiences in a more meaningful way: 
“Because I have to change my thinking. I know the information, how do I do something 
where they will say – oh, that makes sense.” 
PDR recalls that when her class size was smaller (30-40 students), she used group 
activities even though the college hadn’t yet encouraged any particular pedagogical 
techniques. She tried to incorporate technology, by bringing tablets to the classroom with 
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photos of different dermatologic diseases, but found herself worrying about the tablets. 
“They wanted to take them to the tables and that made me nervous, because I thought, 
you know, I signed them out. I kind of need to have them over here on the table so 
nothing disappears. And I probably should not have felt that way, but I thought to myself, 
oh my God, to me this looks like expensive equipment and I didn’t want to worry that 
even by mistake, someone would take it home.” She now plans on just printing the 
photographs to pass around the room. “Photographs are certainly easier to leave out or 
pass around. Oh, I am off that page, how do I get it back – on the pads. So I have tons of 
pictures and honestly that is easier. It doesn’t go down, the battery doesn’t run out, we 
don’t need it plugged in. And I am thinking try it again, maybe they can take it back to 
the desk, maybe they can pass it around, maybe I am not doing it the right way.” 
PDR is interested in how technology can change the educational landscape. She 
allows students to bring cell phones on the clinical days, “because if you have a question, 
I am going to say to you – look it up. Let’s use this technology. But I can’t see you on it 
checking social media.” Though she has a cell phone, PDR notes: “I wish I was more 
computer literate myself.” PDR also believes there is a place in the classroom for 
technology: “We have not required them to bring a laptop or a pad to class. I think 
eventually we will and I think that would be cool.” The drawbacks are her perceived 
computer illiteracy and class size: “How would I use it, I don’t know. Like this 
discussion board, I am thinking I should try it. Probably clinical would be better because 
it is a smaller group. For class, for me, I think it would be unmanageable, too many.” 
PDR tried incorporating technology into her theory course, but it did not function 
as she had hoped. “And I will be honest, I did a Blackboard quiz and [someone from IT] 
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helped me, but there were so many things that were not covered about setting this, and 
this, and it did not launch. And I have to say I was quite frustrated with myself. I could 
not get it launched, they could not open it, they could not see it, and part of it is my 
understanding of this whole thing. But once I did it, it was not bad. It wasn’t difficult. I 
think we just needed clearer, step-by-step instructions.” In PDR’s ideal notion of faculty 
development, she would learn from others mistakes: “I just never want to be the first one 
for anything new, because you know there are going to be problems. I want to be the fifth 
person to do it, because the four people before will say - let me give you a hint, don’t 
forget this, it’s not in there.” 
PDR would like to gain additional experience with student-centered techniques 
and technology. Like other participants, hands-on instruction is her preferred method: “It 
would have me at the computer, actually doing what they are talking about, instead of 
watching somebody do it. I have to do it, when it comes to computer stuff. So I get that 
student-centered learning.  I really get that. Because it is true of me and computers. If I 
am watching you tell me how to do it, then we need a handout with the [directions]; push 
this, then push this, then push this. If I do it twice, then I have it.”  
PDR wishes to learn about student-centered techniques in the same hands-on 
style. “The faculty development that is really trying to give us ideas of how to do group 
work in a big classroom, those have been helpful. But I need to do it, just like the 
students do. So that rings really clear in me.” She also needs to repeat her actions 
periodically. If too much time passes between learning and application, she has difficulty. 
PDR prefers short, one-day sessions: “The ones that are long term, they scare me. This 
will require two to three hours a week, over ... they scare me. I don’t know if I can 
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commit to that, I have that sense. If it is two hours on this day, yes, that is do-able for me. 
And what I have to do is make myself try it soon after.” 
Gaming, a popular form of student-centered teaching, is another method PDR has 
used in the past. In smaller classes, she organized teams and the winners earned a bag of 
candy. PDR notes that the games could get quite competitive. She worries that it gave the 
edge to one set of students though: “The very quick and vocal students do better. It 
doesn’t mean the other ones didn’t know the answer, they were just not quick enough on 
the buzzer.” Clicker systems do not appeal to PDR: “To me, it is like a Survey Monkey. 
You are just trying to get through it.” She prefers a low-tech version: “I have sample 
practice questions that we do in our bigger group, and they just hold up a card for what 
the answer is. Which, honestly, I consider it easier, maybe it is not. But we pass them out 
and then we collect them. They are on little rings; they are in a big envelope. Nothing to 
turn on. You know, they hold up purple, pink, yellow, green, so we get an idea of how 
they are doing, and then we go over the answer anyway.” 
Her favorite activity is group discussion: “I have grown to like the group work we 
do at the end now, in trying to engage them. I do it by tables, there are 12 tables. And it 
works pretty well actually. And they like it. It gets a little loud, but that’s okay. It is a 
good time for me to be walking around, and I don’t feel like I am spying on what is on 
their laptop. I am walking around; they have a snack while they are doing it. They ask 
questions. I like that, and I think they do too. And they feel like they are applying what 
we just talked about. And so probably, of all the learner-centered activities, that is 
probably the one I am going to do more of.” 
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PDR wishes to incorporate more student-centered teaching into her courses: “I 
don’t want to say we are trying to evaluate learning; we are trying to encourage learning. 
Instead of just a checklist of what do I have to do. I have read about things where, in a 
truly learner-centered environment, you don’t lecture at all. You give them the 
enthusiasm and motivation to want to learn on their own, and maybe you give everybody 
a topic, or you let them pick a topic, and you let them learn it and present it. We are not 
there yet.” She sees roadblocks to achieving these types of activities: “I am sure graduate 
programs do that all the time and do it very well. They are highly motivated learners. And 
maybe I just don’t have the confidence that [student] presentations would be inclusive 
enough that it would give them what they need. But maybe that is okay too. In graduate 
school it is okay. But I think I see that we are moving in that direction and I think it is 
good.” 
 PDR has observed concerning changes in the student population the past decade, 
a trend she alluded to in her comment about “motivated learners.” She asserts that: “I 
think the comprehension reading level of students was higher in the past, no question in 
my mind about that. And we weren’t doing as much support. Maybe we were not 
cognizant of different learning styles, as many as we should have been. But I would also 
say, if I go back a ways, the students didn’t have as much on their plate; they didn’t have 
three children, they weren’t working two part-time jobs, and they weren’t driving an 
hour. We have those students [now].” She believes that the traditional-aged college 
student is not ideally suited to the rigor of the Associate Degree Nursing program: “[With 
non-traditional students] you can move forward more quickly. They integrate, I find, all 
the concepts more readily. They have the ability to understand gray instead of black and 
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white. I just see some very immature learners, and some of them don’t make it because 
they don’t realize that you really have to come, and you really have to prepare and this 
takes a commitment.” 
It is the lack of pre-class preparation that frustrates PDR the most. “You see, part 
of the problem is, they find that we explain it all when they come, so they don’t really 
need to [prepare]. I really think that is the big problem. And the activity, they find it is 
not necessary to do, based on what we are going to do in class. And we are going to go 
over it anyway. And we had assessment videos and we had asked them to watch before 
assessment lab, they are on Blackboard, and we found they were not doing it, and we had 
time to practice. And we went back to showing the video in the lab and then having them 
practice. Because otherwise, they would not do it, they didn’t know what to do, and it 
was frustrating. Here is lab time, you can sit here and talk if you want to, but your 
assessment practicum is coming up and next week you have to do this on your patient, 
and if you don’t take advantage of this time now, you are going to have to learn it on your 
own at home. And we ended up saying that a couple of times; saying ‘Hey, make good 
use of this time.’ But if they hadn’t watched the video, they couldn’t do it. And we went 
back to showing the video in class, and I am wondering if that wasn’t a mistake. Do we 
let a whole group sink, until they get it?” Despite making these concessions, PDR faces 
criticism from her students: “And they would say ‘She didn’t teach me anything.’  We get 
that anyway. ‘I learned nothing.’ And that goes on my [performance evaluation].” 
Results and Interpretations 
 Smith and Osborn (2008) describe a method for interpreting themes as they 
emerge from one interview to the next, and suggest that as the researcher reviews the first 
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interview, a notation is made about what the participant said as well as what was 
interesting to the researcher. The researcher used this method for assigning the initial 
codes. Smith and Osborn (2008) note that when one is performing research with a small 
number of participants, it may be simpler to perform each participant review individually. 
This allows the researcher to look for commonalities once all transcripts are notated.  
As the researcher reviewed the transcripts, a total of 72 initial codes were created 
to highlight the key thoughts and feelings of the participants. The table reflecting the 
codes and incidence with each participant is included as Appendix B. By creating codes 
as the review of transcripts progressed, some codes came to be associated with one 
participant, but remained valuable even if not shared by another participant. Not all codes 
were categorized to a superordinate theme. 
After the initial codes were created, the researcher looked at the topics for 
common themes. A total of three superordinate themes were identified: (a) Acting the 
part (themes related to the instructor as they participate in student-centered techniques 
within the classroom), (b) Challenges to overcome (common areas of frustration or 
roadblocks which should be mitigated for future success), and (c) Outside influences (any 
person or situation that contributes to the overall success (or failure) of a student-centered 
session). Table 4.7 illustrates how the various codes fit into the superordinate themes. 
Table 4.7 
Codes and superordinate themes 
Superordinate theme Codes associated with theme 
Acting the part  Definition of student-centered teaching 
 Description of activity 
 Developing teaching style 
 Faculty role before student-centered teaching 
 Preparing students for class 
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 Characteristics of good instructors 
 Faculty role perception 
 Spreading the word about student-centered teaching 
 Creating activities 
 Lab activities as student-centered teaching 
 Learning a profession vs. learning to learn 
 Online use of student-centered teaching 
 Motivating students to learn 
 Multiple student learning styles 
 Description of class expectations 
 Students need time to learn 
 And what I have to do is make myself try it soon after 
 Motivation to develop activities 
Challenges to 
overcome 
 Students looking for easy answers 
 Working without technology access 
 Negatives use of technology 
 Student satisfaction 
 Preference of face-to-face vs. online 
 Student attitude to student-centered teaching 
 Concern about not doing it correctly 
 Challenge of a large class 
 Translating teacher expertise to student knowledge 
 Perception of other faculty to student-centered 
teaching 
 Perceived student concerns 
 Time constraints 
 Areas for improvement 
 Pitfalls of long classes 
 Attendance vs. learning motivation 
 Pitfalls of gaming activities 
 Perceived lack of personal knowledge in technology 
 Unprepared students 
 SCL is another thing to do 
 Pressure on teachers to succeed 
Outside influences  Positives use of technology 
 Beneficial classroom design 
 Perfect staff development 
 Feeling part of a group moving forward 
 Collaboration with other faculty 
 Benefit of having older students 
 Why transition to student-centered teaching? 
 Sharing ideas amongst faculty 
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 Acting the part. De Simone (2001) indicates that a faculty role identity is formed 
as an instructor experiences the academic environment. It can be concluded therefore, 
that a faculty member incorporating student-centered strategies must feel that 
successfully transmitting knowledge is part of his or her role identity. Recommendations 
from the study participants which can contribute to that success are to have not only 
subject-matter expertise but flexibility and a good understanding of technology. PC 
believes being seen as an expert in the field is more important than understanding the 
mechanics of student-centered techniques. For him, the love of the material and a desire 
to help students are paramount. JC echoes that the instructor’s knowledge and 
experiences will benefit students, but also underscores the need to include students in the 
planning process. DM notes that students are likely to explore and develop difficult 
questions, so a mastery of content must include the field’s latest developments. 
Smith et al. (2010) describe the formation of role identity as “praxis”, the 
internalization of the mores and norms of the institution. Reybold and Alamia (2008) add 
that the identity formation can be in frequent flux as faculty explore, inspect and accept 
or reject ideas based on experience. Therefore, in the creation of role identity, faculty 
members develop their own definition of student-centered teaching, and while there are 
common themes to each definition, each one is unique in its perspective of sharing the 
educational arena with students (Swaner, 2012). For PC, the power lies with the student, 
and the instructor guides (or steps out of the way) as needed. For KZ it is about building a 
foundation for students so that they can construct their knowledge. For DM and JC, it is 
about creating activities for students to engage in with multiple senses, such as the hands-
on activities found in lab. For JC, it is also about creating long-term memories so that the 
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information is easily retained and used in the future. Similarly, PDR aims to create 
enthusiasm for learning so that students want to engage in the material. 
 As found in Swaner (2012), interview participants found it easiest to define 
student-centered teaching by describing the activities they use. The six study participants 
gave 35 examples, including field trips, games, group discussion, case-study group work, 
and complex simulations using manikins. During the interviews, these passages were the 
points at which the participants became the most animated. Dewey (1900) espoused 
interactive classroom environments as needed for student success not only in learning the 
material but for eventual jobs. For the nursing instructors and those who taught in the 
sciences, hands-on lab time comprised the largest segment of student-centered 
activities—those skills which translate completely into the graduate’s new profession. 
The participants all had thoughts on the need to create activities which appealed to a 
variety of student learning styles (auditory, visual, tactile, etc.). KZ noted that much 
depended on the makeup of the students in the class, and an activity that worked well in 
one class may not be adequate in another simply because of the class culture. AT 
indicated that for an auditory student, lecture may be an ideal learning medium. She 
encourages those students to teach others in the group to promote a variety of points of 
view on the topic. 
 Although online techniques for student-centered education are outside the scope 
of this study, a few instructors broached the topic. The institution uses a course 
management system which houses all material online so that students and faculty can 
access the material from anywhere, even if the course is face-to-face. AT would like to 
better utilize that tool to provide multiple education styles for her students. KZ teaches 
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some courses in an online format, and is discouraged with her perceived inability to make 
the course engaging. For these reasons, the researcher recommends further research in the 
online environment related to student-centered education. 
 Heinrich and Oberleitner (2012) note that the most successful faculty members 
are those who surround themselves with supportive and mentoring colleagues. Several 
participants described the networking of a department where ideas are shared for different 
techniques. However, most participants indicated that they need a jumping-off point to 
develop a classroom activity. For AT, this involved researching what other people had 
posted on the internet, and for KZ it involved attending faculty development sessions 
which highlighted her peers’ work. PDR emphasized the need to attempt an activity soon 
after a faculty development session for the technique to become standard practice. 
 Charland (2011) described the four levels of institutional culture (macrosystem, 
exosystem, mesosystem, and microsystem). Charland (2011) identified that cultural 
change must occur in all four levels for the change to be sustainable.  The participants did 
describe a variety of reasons for change. For PDR, there was pressure from her 
administrators to incorporate new strategies into her courses (likened to Charland’s 
exosystem). Yet early on as an educator, she identified the need to spur student interest 
with stories and interaction (likened to Charland’s mesosystem). For DM, the motivation 
was research showing that student outcomes would be better (likened to Charland’s 
microsystem). For AT, it was the realization that not all students responded to her style of 
storytelling, and she felt compelled to incorporate a variety of teaching methods (also 
Charland’s microsystem). For PC, the historical aspects of teaching in the classical style 
inspired a focus on student-centered techniques, as he tried to encourage excellence in 
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writing (likened to Charland’s macrosystem). For JC, it was a negative stimulus—
identifying that his colleagues’ techniques were ineffective, and wishing to go in another 
direction (another example of mesosystem). As all of the levels have been identified 
within a small cohort of instructors, a successful cultural change may be possible. 
 Swaner (2012) did find several common descriptions of student-centered teaching 
methods, one of which is that students assimilate data from textbook readings into 
assignments. All participants verified the need to ensure students are prepared to enter the 
classroom for student-centered teaching to be effective. While most use some sort of 
“entry ticket” such as a quiz or worksheet, some simply post expectations of reading and 
activities on the syllabus and electronic class portal. AT noted that a student who doesn’t 
come prepared will be frustrated because of not having a grasp on the material. As PDR 
notes, an unprepared student who tries to complete pre-class activities in class will 
quickly fall behind because they cannot simultaneously grasp the concepts being 
presented. KZ noted that preparation allows students to engage with the material at a 
higher level because the basic concepts are understood. Another method to motivate 
student participation is to award points for activities, though PDR is unsure that students 
seeking points are thorough in their examination of the material. Her fear is that students 
read just enough to find an answer, not for comprehension.  
 Students do not inherently understand that engagement exercises in a class help to 
stimulate learning (Dewey, 1900). Successful student-centered teaching requires a 
communication of expectations. KZ’s dissertation study demonstrated that when students 
fail to prepare for a class, the activity and its learning opportunities are jeopardized. Her 
recommendation, and that of PDR, is to begin with the syllabus, and emphasize on the 
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first day of class the need for students to arrive prepared to discuss the material. PDR also 
recommends relaying the nurturing message that success is possible, but pre-class work is 
necessary for that success. She emphasizes that practice time should provide the 
opportunity for failure in a safe environment, and then encourage a successful second 
attempt.  
 The role identity of a faculty member includes more than just teaching students. 
Lawrence, Ott, and Bell (2012) identified the main work responsibilities of faculty 
members as teaching, service to the institution, and research. KZ notes that teaching is a 
very small part of her work week. One time-consuming aspect of the faculty role, 
described by both KZ and DM, was the need to advise students and help them register for 
classes each semester. For PDR that extended to understanding the psychosocial needs of 
her students, and the impact of those needs on their ability to be successful. DM indicated 
that she performed a similar service for new adjuncts and served as a mentor for them 
during their initial semester. AT also said that mentoring new faculty was an important 
aspect of her role. KZ, AT, and JC indicated that serving on college committees (or for 
KZ, hospital committees) was another important component of the faculty role. With the 
exception of KZ’s work on her dissertation and assistance with hospital research, none of 
the participants identified research as an area where time was routinely devoted. 
 Challenges to overcome. During the interviews, the participants noted a variety 
of factors that frustrated their attempts to successfully incorporate student-centered 
techniques into their courses. Though some factors are unique to the individual, it is 
important to acknowledge them. Should administration be able to mitigate the factors, 
other instructors trying to implement student-centered techniques might benefit. 
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 Churchman and King (2009) showed that a changing academic culture can 
negatively affect a faculty member’s role identity and create feelings of isolation. Earning 
the respect of other faculty for attempting to incorporate student-centered techniques 
would create a positive role identity. JC and AT particularly felt the need to overcome 
negative connotations by their peers when discussing their use of student-centered 
teaching. KZ tries to mentor other nursing faculty but finds resistance, especially from 
those who fear giving up control of the classroom, even if just for a short period. 
Johnson et al. (2009) showed that faculty comfort with new pedagogy is 
important to successful implementation. Some areas where faculty need more support are 
in balancing the ability to cover all the required information with the need to incorporate 
student-centered techniques. Faculty worry about not spending enough time on student-
centered teaching techniques and would like to be able to do more without sacrificing the 
content. 
 One of the more surprising challenges was noted by PDR, whose students often 
miss class or leave early. Since this study focused on face-to-face use of student-centered 
techniques, it seemed apparent that class attendance is necessary for students to engage in 
the material. However, many of her nontraditional students have conflicts such as work 
schedules, family issues, and even health issues which require time away from class. 
Gauci et al. (2009) found that incorporating engagement techniques (in their study 
“clickers”) did increase attendance in courses. Perhaps if PDR increases the use of 
student-centered teaching activities students will feel more compelled to attend. 
 Another challenge is the perceived student indifference (at best) or hostility (at 
worst) to the use of student-centered techniques. Hains and Smith (2012) also found that 
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student resistance can be strong. They compare the process of students assimilating to 
student-centered teaching to grief assimilation (“shock, denial, strong emotion, resistance 
and withdrawal, surrender and acceptance, struggle and exploration, return of confidence, 
and integration and success” p. 361). However, it is important for students to progress 
through all of the stages even though faculty may become weary of the process (Hains & 
Smith, 2012). PC indicates his students often complain when faced with an activity, and 
would rather just have someone give them information (which he refuses to do). KZ 
found a similar sentiment when performing her dissertation study. JC also noted an 
indifferent or hostile attitude while teaching at the secondary school level. DM indicates 
this may be related to a student’s need to do well on a test and worry that the information 
is not readily available for studying. AT sees a difference between students who are only 
taking general education components versus those who have started a clinical component.  
She observes less pre-class preparation once students begin a clinical program, because 
they see their focus shifting to preparing to take care of patients. 
 One problem specific to the institution that multiple instructors commented on, 
was the inability to connect to technology within the classroom. Tabata and Johnsrud 
(2008) identified similar struggles in their study and concluded that a comprehensive plan 
for identifying, purchasing and implementing technology must be supplemented with 
adequate faculty development opportunities. Between the time of the interviews and the 
creation of the dissertation paper, the institution moved to a new campus, which appears 
to have lessened this problem. DM’s take on the issue was to point out that technology is 
not required for student-centered activities. Many can be performed with paper, dry erase 
boards, or simple classroom discussion. PC, who teaches English Composition, 
103 
 
concurs—computers are to him just another type of pencil. PDR did indicate that she has 
a learning deficit related to using technology within the classroom.  KZ also noted that 
she will often have gaps of time between teaching a course within a classroom due to her 
online duties. Because of that gap she feels she could lose competency in working with 
available technology. 
DM points out that some students, especially those returning for a new career or 
advanced degree, may not be as familiar with technology as traditional students and may 
require more intervention to be successful. Similarly, instructors need training to use the 
technology available. JC commented that he has been at many conferences where the 
presenter was not fluent in the technology chosen for a presentation, and could not get a 
video or slide to show. PDR has had similar experiences of her own in the classroom, and 
noted that when you have a large group you cannot spend time getting the technology to 
work—you must just move on. 
PDR struggles most with the concept of motivating students to learn. Students 
expect to earn points for each activity or for simply attending classes. PDR wants to 
ensure that the activity is worthwhile and will provide material to enhance the student’s 
education. However, she is not sure if students are really gaining anything other than in-
class points. Additionally, she believes that gaming is not necessarily seen as educational, 
but as a competition and the vocal students get the “prize” but may or may not have 
learned the material. She, along with the other instructors, would like to ensure that 
students arrive to class prepared to engage in the material, and having completed all the 
reading assignments or other pre-class activities. But there are many instances where 
students do not prepare, which makes it difficult for the student as well as the instructor 
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to get the activity done successfully. Gauci et al. (2009) noted that ungraded use of 
“clickers” within a classroom provided students with less motivation to participate fully. 
Indeed, some of the students (51%) agreed with a statement that they would have taken 
the subject “more seriously” if it was graded (p. 70).  
As in all academic areas, students are asked to complete course evaluations at the 
end of the semester. Student feedback on the use of student-centered teaching is 
sometimes very critical but can also be helpful. DM noted that student feedback enabled 
her to revise her syllabus and hourly guide with new material for ease of reference. AT 
prefers to assess her students throughout the course (especially because her return rate on 
course evaluations is low). This allows her to make changes before the course ends, 
provided the students can still meet the learning objectives. Only PDR had concerns that 
negative student comments on course evaluations would become evident in her 
performance evaluation. The most common complaint is that the instructor didn’t teach 
them anything. 
The attitude of students toward student-centered techniques may be related to the 
frequency with which they experience them. JC indicates that traditional students often 
become familiar with these techniques in high school, while non-traditional students are 
typically unfamiliar and therefore reluctant to participate. However, DM, who has more 
non-traditional students, achieves success with these techniques because her students 
believe the class is moving along faster. KZ also indicates that the student must feel that 
the activity is related in some way to the course topics. Activities for the sake of doing 
activities are not tolerated by students. 
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Participants whose enrollment topped 45 students commonly discussed the 
challenges of a large class. PDR indicated that the instructor may be tied to a microphone 
and placed on a raised stage, with less ability to walk among the students.  It also 
impeded her ability to get to know student names and learn their individual needs. AT 
suggests that even grading becomes an issue. While she would like to incorporate more 
written responses on her test, having 60 students makes grading a time-consuming task. 
Breaking a large class into groups presents several challenges. First, since the 
ideal working group size is four students, the instructor strains to engage with each group 
during an activity. Keeping track of participation in the group also becomes more 
complex, and may require each student to leave behind part of the work to demonstrate 
participation. Simply forming the groups creates chaos, and may impinge on the time to 
perform an activity. As PDR notes, some groups just chat about random topics rather than 
perform the activity, especially if the instructor is in another part of the room. Creating 
larger, but fewer groups, has its own challenges. Students who do not readily speak up 
may be overshadowed by more vocal students. PDR indicated that at one time, additional 
staff were asked to join the room during group work to have more instructor presence. 
However, in her field of nursing, subject matter expertise varied, so the additional 
instructors may not have been able to help struggling students. 
Regardless of class size, instructors indicate that student-centered techniques 
require more preparation time. They need to create activities or modify those found in 
published articles. They may need to set up a classroom with props, if that is part of the 
activity. KZ indicates that time constraints are even more prohibitive for adjunct 
instructors, who may be working other jobs. She concurs that the transition to student-
106 
 
centered techniques is time-consuming, and should be factored into an instructor’s work 
load. AT notes that the instructor must spend time after each session evaluating the 
activity in terms of its ability to help students meet outcomes. 
The course schedules at this institution revolve around the clinical programs, so 
many courses are taught once a week in 3-hour or 4-hour blocks, depending on the course 
credit. AT indicates that this schedule creates its own challenge with student-centered 
teaching. While a flipped classroom has become a very popular method of instruction, it 
is unreasonable to expect students to absorb three hours of online or pre-class content and 
understand enough to participate in class activities. 
Lieff et al. (2012) identified that faculty development was important to the 
development of a faculty member’s role identity, and that administrators must support the 
development and practice of new techniques. The study participants understand that they 
need to continue to learn about education. New articles on learning styles, teaching 
theories, and working with students in need of remediation were all listed in PDR’s 
understanding of how to be a better instructor. As noted above, the scope of this study 
does not include online education. However, KZ, who does teach online, feels that this 
medium prevents her from connecting to her students. While she has completed some 
instruction in online coursework, she would like to expand her knowledge in that area. 
The administration must continue to support faculty over the course of many years. 
PDR’s initial thoughts on the proposed initiative were that this was just some new 
gimmick that would be replaced in a year. This feeling was also demonstrated in 
Churchman and King’s (2009) study which showed that senior faculty members were 
often more skeptical of the endurance of any new change. Administrators should note that 
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a strategy for maintaining enthusiasm over a long period will encourage more 
participation and make successful cultural change more likely. 
 Outside influences. The participants also discussed areas that helped them 
become successful when incorporating student-centered techniques. This section focuses 
on positive external stimuli that influenced outcomes. 
 Though technology was criticized for not working when needed, instructors did 
identify times when technology was crucial to success. PDR indicated that giving 
students the ability to look up information online while in the clinical setting was vital to 
their ability to treat patients. AT and KZ saw similar benefits in the classroom when 
students could look up information, such as a definition.  
PDR also sees great potential for using podcasts to provide information to 
students in lieu of seat-time. JC and DM note that traditional students are proficient in 
electronic media, and failing to incorporate it would risk losing their interest. DM also 
notes that digital media reaches students with a variety of learning styles. Even PC 
acknowledges the speed at which writing can occur on a computer, and encourages 
people to use electronic devices as much as possible. KZ indicates that students enjoy 
participating with a clicker device, as opposed to randomly answering questions orally. 
PDR found that an electronic gradebook enabled her to automate some of her class 
quizzes and reduce the time needed to grade her students. 
Administrators are important influences for some faculty when transitioning to a 
student-centered style. PDR was the only participant to indicate that the college’s 
strategic initiative was the impetus for incorporating student-centered techniques, but the 
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others appreciated knowing they were in step with the faculty’s direction, and not isolated 
on a deserted island.  
AT and JC indicated that the administration could help instructors by providing 
rooms which promote group discussion and activities. They said grouped tables and 
multiple whiteboard surfaces would be beneficial to the classroom design. 
The administration could further help faculty by providing development sessions 
that meet the needs of a variety of learners. PDR, AT, and KZ all noted that a lecture 
session about learner-centered techniques does not inspire faculty to try the activities. 
When technological instruction is given, faculty want the ability to follow along, so a 
room with enough computers or terminals for all participants is mandatory. Not all 
faculty like the same delivery system, especially PC who sees more benefit in networking 
with his colleagues than sitting in a faculty development classroom. Other participants 
agreed that networking within their departments was beneficial to learning new 
techniques and brainstorming ideas. Facilitating networking among faculty, even between 
departments and divisions, may also be an area where administrators could support 
faculty needs. 
Both JC and PDR indicated that older students offer a greater possibility of 
success with student-centered techniques. They said that students with the maturity to 
prepare for class are more successful overall. They also indicated that older students have 
more experiences with which to draw analogies to the material. 
Summary 
 The study participants included six instructors from the same institution. Three 
instructors were in the nursing division and three were from the division of general 
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education. The participants included four women and two men with experience ranging 
from 19-40 years in the field of education. All participants used student-centered 
techniques within the classroom, with experience ranging from 5-40 years. The IPA study 
was designed to elicit information on the transition and incorporation of student-centered 
techniques in each instructor’s classroom. 
 From analysis of the instructors’ narratives, three themes emerged related to this 
transition. The three key mediators of successful incorporation of student-centered 
techniques are: (a) to provide the knowledge and skills for faculty so that the concepts 
become part of their role identity, (b) to mitigate challenges and obstacles for faculty to 
be able to use their knowledge successfully, and (c) to make faculty aware of resources 
which will help provide the knowledge and skills necessary for success. 
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Chapter 5: Conclusions and Recommendations 
Introduction 
 The intent of this research project was to better link a faculty member’s role 
identity with their self-identified ability to develop and use student-centered teaching 
practices. Brubacher and Rudy (2008) identified struggles that instructors face when 
trying to implement student-centered teaching, including that students do not arrive in 
class with a knowledge base sufficient to enable them to engage with the material. 
Another impingement identified in the literature is time necessary to simultaneously 
enhance classroom strategies and still publish research in their field (Brubacher & Rudy, 
2008; Cox, McIntosh, Reason, & Terenzini, 2011; Geiger, 2011). A faculty member’s 
role identity is not static, but develops over time based on interactions with other 
educators, students, and even the public (De Simone, 2001; Levin & Shaker, 2011; Lieff 
et al., 2012; Reybold & Alamia, 2008). College administrators have a responsibility for 
fostering a campus culture that enhances the use of student-centered techniques (Poore-
Pariseau, 2009). 
 A qualitative study was developed which allowed six faculty members at a private 
college to discuss their transition to, and work with, student-centered teaching. Faculty 
represented the nursing and general education divisions. Each participant had at least two 
sessions with the researcher to discuss issues surrounding student-centered practices. A 
phenomenological design was used to interpret the data. All interview sessions were 
transcribed. The researcher reviewed the transcriptions and highlighted key words and 
phrases which were identified as being relevant to the concepts. Each section was coded 
with details related to the comment. Once all transcripts were reviewed the researcher 
111 
 
reviewed the codes and assimilated the data into themes. Three superordinate themes 
emerged from the analysis and were named: (a) Acting the part, (b) Challenges to 
overcome, and (c) Outside influences. 
Conclusions 
 The links described in the conceptual framework were shown to be accurate. As 
shown in Reybold and Alamia (2008), a faculty member’s role identity is developed 
through the incorporation of new information. Therefore, student-centered instruction has 
an influence on the role identity formation of the instructors. As faculty members learn 
about various techniques and use them, they become more enthusiastic about identifying 
new strategies and increasing the amount of student-centered teaching within a course. 
 Charland (2011) looked at the formation of campus culture through the combined 
effects of four systems (microsystem, exosystem, mesosystem, and microsystem). The 
interplay of these four influences comprise the administration, faculty and students and 
this will affect a faculty member’s role identity formation. One example of the 
mesosystem influence is that some of the study participants expressed the need to become 
mentors to other faculty to encourage adoption and incorporation of student-centered 
teaching throughout the institution. 
Poore-Pariseau (2009) identified the need for college administrators to use their 
influence to encourage student-centered instruction practices on a campus. In this 
institution, a specific charge was given to all faculty to learn about and develop skills for 
those techniques. For at least one participant, this was the impetus for changing 
educational strategies within the classroom, which also impacted her role identity as a 
faculty member.  
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Class size was a limiting factor. When class size reached 45 students for face-to-
face sessions, faculty at this institution struggled with implementation. This is similar to a 
study by Osman, Jamaludin and Iranmanesh (2015), which identified seven obstacles to 
incorporation of student-centered teaching techniques including teaching large classes 
and not having enough familiarity with classroom engagement techniques. 
  Outside influences could interfere with the development of student-centered 
teaching practices within an institution. Kember (2009) discussed that students’ personal 
experiences with student-centered teaching would influence their perceptions of the 
technique. However, few instructors in the study felt that students had experience with 
the expectations of student-centered teaching from other college-level courses or through 
experiences in high school education. Unfamiliarity led to negative student attitudes 
toward student-centered techniques, which frustrate instructors. Osman, et al. (2015) 
surveyed faculty members within an institution and found that those faculty also believe 
that students have negative attitudes toward student-centered teaching strategies. 
As shown in Holman and Hanson (2016), students do not appreciate a classroom 
style where preparation prior to attendance is required. In their study, students 
commented that the information should just be covered in class. However, those students 
also realized that being unprepared for the class session would be detrimental to their 
understanding of the material. Therefore, a student’s willingness to prepare and 
participate seems to have a corresponding effect on faculty role identity and feelings of 
success in implementation. For face-to-face classes, student attendance seems imperative, 
but at least one participant faces challenges based on student work and family 
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obligations. When students do not attend, they fail to earn points associated with an in-
class activity, and faculty members struggle with the retention implications. 
 Holman and Hanson (2016) also identified class quizzes as a beneficial 
educational technique. The students in their study felt better prepared for tests by having 
the ability to take small quizzes before each class. However, as students fixate on being 
awarded points—for either participating in an activity or preparing for class through 
“entry tickets” or pre-class quizzes—the link between student-centered learning and the 
development of knowledge becomes strained.  
Recommendations 
 Actions to be taken. The recommended actions can be linked to the three themes 
identified in the study: (a) Acting the Part, (b) Challenges to Overcome, and (c) Outside 
Influences.  
 Acting the part. When a faculty member makes a conscious decision to 
incorporate student-centered teaching within their courses, he or she will define the 
inherent roles of the educator and the student. A common problem for the study 
participants was identifying a starting point for developing that ideation which would 
become the impetus for the in-class activities. This can be overcome through diligent 
exploration of internet sites, faculty development sessions, and discussions with peers. 
Because faculty must be experts in three key areas—their subject specialty (such 
as nursing or biology), the technology within the classroom, and the mechanics of 
student-centered teaching strategies, offering opportunities for educators to network with 
others on campus, either through structured faculty development activities or by casual 
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gatherings, would further enable the dissemination of knowledge, thus improving the 
overall campus culture.  
Osman, et al. (2015) identified a need for adequate faculty development to ensure 
faculty members feel competent to utilize student-centered teaching techniques. Campus 
administrators should ensure adequate finances for conference attendance and/or tuition 
reimbursement to sustain momentum in developing knowledge or eliminating knowledge 
deficits. Development of a mentor program specifically aimed at pairing faculty 
experienced in using student-centered teaching practices with new faculty or those 
interested in pursuing a new pedagogical style would enhance the role identity of both 
participants. Additionally, mentoring may be considered service to the college and could 
be positively viewed for rank and promotion considerations. 
 Challenges to Overcome. Although some of the participants indicate that student-
centered teaching is becoming more prominent in high schools, others disagree or point 
out that nearly half their students are non-traditional, and therefore did not have those 
concepts during high school. Students unfamiliar with the techniques do not prepare 
adequately for classes, which frustrates the faculty. Drawing from the assertion of Poore-
Pariseau (2009) that administrators are responsible for educating the faculty to be experts 
in education and pedagogy, then the administration should also be responsible for 
educating the students to understand the need to incorporate student-centered teaching 
methods and how it benefits the students’ outcomes. The institution could assist 
instructors by educating students about the importance of preparing for classes when 
student-centered activities are planned through admission practices and first-semester 
activities.  
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Instructors must emphasize expectations early within a course by not only 
incorporating the information into the syllabus, but by having a time for communication 
of expectations with the students as well as any consequences of not arriving prepared or 
for not attending class. Holman and Hanson (2016) noted that after their study identified 
student dissatisfaction with student-centered learning techniques, the instructors begin 
each semester with a better description of class expectations including how to access any 
online content and a description of what will be done in a typical class session.  
 Some student-centered teaching activities utilize technology whether having 
students use “clicker” devices, or using software enabling students to work on a group 
project within the classroom. In addition to faculty requiring knowledge on use of 
technology, students must also be able to work with the devices or media during the 
session. It may be necessary to expand the student orientation process to allow familiarity 
with the technology before it is required in a graded assessment. 
 When only a few faculty members are involved in student-centered teaching 
methods, they feel somewhat isolated from the campus culture. McArthur-Rouse (2008) 
found a similar feeling among novice educators’ first year in a college environment. 
Feelings of isolation developed because they were unsure of their role and, even with 
mentoring, had difficulty assimilating the functions and role of an educator. Mc Arthur-
Rouse found that structure and guidance would be appreciated by new faculty members. 
Campus administrators can help to increase the visibility of the techniques by outwardly 
supporting and highlighting the activities. By making campus-wide declarations about the 
desirability for the techniques and evidence of successful outcomes, administrators can 
generate more interest and create more involvement within the faculty.  
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 Student course evaluations are a ubiquitous part of academia; however, they 
become places for students to complain about student-centered teaching strategies. 
Holman and Hanson (2016) found in their study that students preferred a traditional 
lecture over a “flipped” classroom design. Campus administrators should understand that 
a pedagogical shift may result in less positive evaluation results and should identify how 
and when they will be used in evaluation for merit, rank and/or promotion. Ideally, 
administrators may want to base their considerations not on an average score, but on 
comments, realizing that comments indicating students felt they had to “teach 
themselves” are actually positive outcomes of the pedagogical change.  
 Outside Influences. Another consideration for administrators is the size of face-
to-face classes when expecting student-centered learning to occur. Osman, et al. (2015) 
found that faculty in their study found difficulty in using student-centered teaching 
activities in “large classes” though the term large was not defined. In this study, faculty 
struggled to reach all students during group work when class size exceeded 45 students. 
Adding faculty to the course may only be effective if the faculty member is a subject 
matter expert. This issue is most apparent in the nursing division, where each instructor 
has developed specialty knowledge and therefore may not be able to generalize to all 
areas. Classroom design can enhance or hinder the student-centered teaching techniques. 
As many activities are groups of several students, designing classrooms with desks and 
chairs that are easily movable is important.  
 Lewis et al. (2010) described one method of creating student-centered exercises 
and noted that the grading of the exams did not exceed that required for a multiple-choice 
type test. However, they did note that prior to the grading session a brain storming 
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session was required to generate a list of correct answers students may provide. Several 
study participants indicated that incorporating student-centered teaching techniques 
requires additional time to research the activities, develop any in-class materials, and to 
evaluate the student work. Campus administrators may find it useful to provide additional 
release time for instructors who are utilizing these techniques. This may also drive 
additional instructors to attempt activities who would not otherwise participate. 
 When student-centered teaching faculty development events are planned for the 
campus, it is important that the speakers utilize student-centered teaching style as well. 
Study participants were universally disappointed in sessions which tried to utilize lecture 
to teach a new pedagogical style. Additionally, should the sessions focus on use of 
technology it is important that there are enough computer terminals or electronic devices 
for all attendees. Participants who must observe another using technology are less likely 
to be successful in implementing it outside of the development session. 
 Further research. To eliminate the possibility of coercion, no faculty who teach 
in the health sciences division were interviewed. It is possible that other factors may 
impact faculty role identity within that division. Future research should be done to 
include this portion of the population. Additionally, this study was conducted at a private 
institution in south-central Pennsylvania. Additional studies at a variety of institutions 
should be performed to examine the similarities and differences with faculty from public 
institutions as well as other regions of the United States. 
This study did not intend to examine the concept of student-centered teaching 
outside a face-to-face classroom experience. However, several of the study participants 
teach in both roles and therefore some discussion took place. Further research is 
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warranted in defining student-centered teaching practices in an online environment. Face-
to-face courses include web-based educational structures in the course management 
systems, so research into online engagement may be linked to traditional format courses 
as well.  
Summary 
 Though student-centered teaching is not a new concept, it trails other educational 
methods in most institutions. Faculty members, campus administrators, and students all 
bear some of the burden in successfully implementing activities and creating positive 
learning outcomes.  
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Appendix A 
Semi-structured Interview Questions 
1. In which specialty do you teach: general education or nursing? 
2. How many years have you been employed at this institution? 
3. How many years have you been employed as a faculty member? 
4. How many years (or months) have you used student-centered teaching techniques 
within the classroom? 
5. Do you see any differences within your role of instructor from your use of 
traditional teaching techniques to your use of student-centered teaching 
techniques? Can you describe those changes? 
6. There is a movement in education which puts the learning activities of students at 
the center. I want to talk with you about what is expected from teachers as a result 
of this movement. 
a. Can you briefly describe your course? Can you tell me how you describe 
your course to your students? 
b. Why are you teaching the way you teach? What was the stimulus? 
c. What is the implication for you as a teacher? Which competencies are 
necessary to teach in this way (design/delivery/evaluation)? 
OR: What were new experiences /difficulties in this approach in terms of 
competences (design/delivery/evaluation)? 
OR: What does this approach require from you in terms of competences 
(design/delivery/evaluation)? 
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7. Are there aspects of your educational practice you would like to develop? For 
which competences would you like to get support or educational training? 
a. In what way would you like to develop these aspects of your educational 
practice? 
b. What is according to you a good professional development session? 
Which requirements have to be fulfilled? 
c. Did you already participate in initiatives you found useful? 
d. What made these initiatives so useful? 
Questions 6 and 7 adapted from Gilis et al., 2008. 
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Appendix B 
Initial Codes as Related to Participants 
Each number represents an instance of the theme in the transcript. The first number 
indicates whether it was in the first or second interview session. The decimal portion 
refers to the position in the transcript with .001 being the beginning of any transcript. 
Participant/theme DM JC PC AT PDR KZ 
Definition of 
Student-centered 
learning 
1.017 
1.036 
1.041 
1.105 
2.029 
1.023 
1.032 
1.038 
1.043 
1.076 
2.065 
1.021 
1.065 
1.069 
2.017 
1.019 
1.179 
2.069 
2.035 
2.278-
2.280 
2.284-
2.287 
1.041 
1.044 
Description of 
activity 
1.017 
1.066 
2.031 
2.044 
1.122 
1.135 
1.153 
1.161 
2.060 
2.103 1.028 
1.030 
1.045 
1.100 
1.105 
1.159 
2.026 
2.030 
2.039 
2.042 
2.044 
2.052 
1.027 
1.085 
2.049 
2.067 
2.091 
2.169 
2.194 
2.234 
2.249 
2.261 
1.084 
2.006 
2.045 
Developing 
teaching style 
1.019 
1.075 
2.075 
2.027 2.120 1.045 
1.047 
2.009 
2.077 
  
Faculty role before 
student centered 
learning 
1.034 
1.041 
1.095 
1.017 
1.126 
1.131 
 2.011 2.007 
2.009 
1.158 
Preparing students 
for class 
1.045 
1.047 
  1.185 
2.030 
2.033 
2.035 
2.037 
2.033 
2.221 
2.299 
2.331 
2.024 
2.034 
Students looking 
for easy answers 
1.075 
2.083 
2.085 
1.032 1.035  1.034 
1.070 
1.138 
1.046 
131 
 
Participant/theme DM JC PC AT PDR KZ 
Characteristics of 
good instructors 
1.077 
1.081 
1.085 
1.045 
1.057 
1.061 
1.070 
1.031 
2.039 
 1.151 1.019 
Working without 
technology access 
1.081 2.112 
2.114 
 1.169   
Negatives use of 
technology 
1.083 
2.053 
2.055 
1.083 
2.119 
2.123 
1.053 
2.057 
2.074 
2.052 1.111 
2.057 
2.085 
2.087 
2.089 
1.031 
1.110 
1.115 
1.121 
2.026 
2.053 
2.061 
Positives use of 
technology 
1.091 
2.044 
2.049 
2.053 
2.055 
1.076 2.082 2.054 1.111 
1.121 
1.134 
2.035 
2.083 
2.053 
2.063 
Perfect staff 
development 
1.103 1.072 1.051 
1.053 
1.059 
1.069 
1.076 
1.187 
1.219 
1.138 
1.184 
2.070 
Faculty role 
perception 
1.124 
1.154 
1.156 
1.160 
1.164 
1.174 
1.099 
1.101 
2.032-
2.037 
2.009 1.079 
1.081 
1.087 
2.327 1.145 
1.149 
1.151 
1.169 
Why choose to be 
a teacher 
1.128      
Student 
satisfaction 
1.135 
1.137 
 2.055 
2.057 
2.084 2.303 1.200 
Spreading the 
word about 
student-centered 
learning 
2.015     1.046 
Creating activities 2.022 
2.024 
  1.047 
1.100 
  
Preference of face-
to-face vs. online 
2.026     1.134 
Lab activities as 
student-centered 
learning 
2.070   1.019 1.153  
132 
 
Participant/theme DM JC PC AT PDR KZ 
So I have to 
engage them 
because the 
material is so dry 
2.077      
Student attitude to 
student-centered 
learning 
2.079 1.135 
1.137 
1.139 
1.141 
2.039 
2.106 
 1.181 1.025 
2.031 
2.178 
2.316 
2.078 
2.082 
Learning a 
profession vs. 
learning to learn 
2.095 
2.097 
 2.031 
2.035 
2.037 
2.106 
2.110 
 2.012 
Concern about not 
doing it correctly 
 1.038 
1.074 
  1.027 
2.113 
2.118 
 
Negative 
stimulation 
 1.049     
Online use of 
student centered 
learning 
 1.085  1.057  1.219 
2.082 
Challenge of a 
large class 
 1.085 
1.097 
2.131 
2.135 
 1.159 
2.021 
2.097 
1.021 
1.027 
1.064 
1.123 
2.011 
2.068 
2.070 
2.077 
2.196 
2.239 
2.253 
2.272-
2.276 
2.341 
1.061 
1.063 
1.066 
1.070 
Translating teacher 
expertise to 
student knowledge 
 1.103 1.085  1.025  
Motivating 
students to learn 
 1.111 
2.073 
2.091  1.025 
1.161 
2.120 
2.259 
2.301 
2.318 
2.006 
133 
 
Participant/theme DM JC PC AT PDR KZ 
Preventing burn-
out 
 1.115     
Student disabilities  1.117     
Perception of other 
faculty to student-
centered learning 
 1.124 
2.021 
 1.124  2.043 
Feeling part of a 
group moving 
forward 
 1.149    1.053 
1.059 
Collaboration with 
other faculty 
 1.151 
1.179 
2.101 1.053  2.022 
You can’t get it 
right all the time 
 1.157     
Benefit of having 
older students 
 1.179 
2.043 
  2.134 
2.136 
 
Why transition to 
SCL? 
 2.015  1.109 2.025  
Multiple student 
learning styles 
 2.017  1.053 
1.063 
1.134 
1.136-
1.140 
1.169 
2.075 
1.025 
1.213 
1.102 
2.043 
Beneficial 
classroom design 
 2.054  2.023   
Continuing to 
lecture 
 2.073    2.004 
Description of 
class expectations 
 2.079 
2.089 
2.093 
1.025  1.057 
1.169 
1.044 
1.051 
Perceived student 
concerns 
 2.097  1.147 
1.173 
2.079 
1.021 1.041 
1.099 
Teacher presence  2.131     
Definition of 
education 
  1.037 
1.045 
1.061 
1.075 
2.011 
2.025 
   
Ensuring student 
competence 
  1.043 
1.091 
2.065 
 1.025 2.008 
2.051 
2.088 
134 
 
Participant/theme DM JC PC AT PDR KZ 
Competency based 
education 
  2.018    
Time constraints   2.021  1.151 1.093 
1.097 
1.194 
1.200 
2.006 
Sharing ideas 
amongst faculty 
  2.115 2.061 2.215  
Creating exams in 
student-centered 
learning 
   1.042   
Areas for 
improvement 
   1.053 
1.155 
1.027 
1.179 
1.127 
2.034 
2.045 
Duties of the 
college 
   1.091   
Differences in how 
SCL looks 
   1.126   
Pitfalls of long 
classes 
   1.173   
Students working 
together 
   1.195   
Matching activity 
to test question 
   2.099   
Fear of students 
stealing 
technology 
    1.027 
2.057 
 
Students were 
better in earlier 
classes 
    1.038 
1.047 
 
Students have 
multiple priorities 
    1.040 
1.169 
1.171 
1.177 
2.219 
 
Attendance vs. 
learning 
motivation 
    1.075 
1.079 
2.064 
2.122 
2.126 
1.070 
2.022 
Pitfalls of gaming 
activities 
    1.085  
135 
 
Participant/theme DM JC PC AT PDR KZ 
Students who have 
more college 
experience do 
better at SCL 
techniques 
    1.092 
1.098 
2.035 
2.232 
2.295 
2.314 
 
Perceived lack of 
personal 
knowledge in 
technology 
    1.111 
1.121 
1.134 
1.142 
1.147 
2.070 
Unprepared 
students 
    1.165 1.027 
1.031 
1.041 
2.006 
Students need time 
to learn 
    1.229 
2.138 
2.140 
2.142 
 
Fears related to 
SCL 
    2.035  
Low tech vs. high 
tech 
    2.062 
2.095 
2.097 
2.110 
 
Need for short 
faculty 
development 
sessions 
    2.151  
And what I have to 
do is make myself 
try it soon after 
    2.151  
SCL is another 
thing to do 
    2.163  
Motivation to 
develop activities 
    2.206 2.004 
Pressure on 
teachers to succeed 
    2.318  
I have to change 
my thinking 
     1.044 
Benefit of teaching 
course without 
other instructors 
     1.057 
 
